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ABSTRACT
The purpose of the "In Time On Time TESOL" website for
Teachers of English to Students of Other Languages (TESOL)
is to provide adult-education teachers online access to
classroom managing techniques, teaching and learning
strategies, approaches, and online resources based on
constructivism and adult-learning theory. The website is
accessible on demand and the current research is relevant
to multilevel English-as-a-second-language (ESL) adult-
education programs. The instructional design and navigation
structure is based on Random Access Instruction (RAI) and
hypertext theory.
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CHAPTER ONE
BACKGROUND
Introduction
Chapter One offers an overview of the project to allow 
a subsequent discussion of the context of the problem. The 
following statement of the purpose of the project highlights 
the significance of the project along with any necessary 
assumptions and limitations about the project. Finally, the 
definitions of terms are presented.
Context of the Problem
The context of the problem is the realization of an 
increasing lack of effectiveness of professional development 
for teachers of English-as-a-second-language (ESL) in adult 
education. Opportunities for professional development, 
accessible information, and availability of resources are 
only offered to a limited degree within the established 
professional development framework. The teachers of English 
to speakers of other languages (TESOL) receive a solid 
background education as they study to earn their teaching 
credentials. Continuing education for English-as-a-second- 
language (ESL) teachers is also offered through in-service 
training opportunities provided by the California Adult
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Literacy Professional Development Project (CALPRO), the 
California Teachers of English to Speakers of Other 
Languages (CATESOL or TESOL, the national organization), The 
Outreach and Technical Assistance Network (OTAN), English 
Language Civics (EL Civics), or the California Council on
Adult Education (CCAE). However, ESL teachers within the
adult education system face difficulties when trying to take 
advantage of these training opportunities. Web-based 
training (WBT) presents a solution as a professional 
development medium.
WBT also represents .a big savings for schools since it 
offers a viable alternative to mandatory planning meetings 
and/or training sessions. WBT significantly reduces the cost 
of employee time, classrooms, trainers, utilities, and 
supplies. Teachers can access the website from their home or
classroom on their own time and prompted by their own 
motivation to learn to stay informed in their field of
education.
Web-based professional development provides an 
exceptional opportunity for learning with immediate access 
to virtually any information and resources. WBT "is 
typically 40-60% less expensive than training delivered by 
traditional means" (Brandon Hall, 1999). The overall value
of the information and resources is never lost and always
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benefits the teacher, while school funds are spent more 
effectively and efficiently than by sending teachers to 
training locations.
ESL teachers who have a part-time instructor status do 
not receive compensation for time missed in the classroom. 
While they are reimbursed for training that is mandated by 
principals and deemed necessary for their professional 
development, budgetary restraints may only enable them to 
attend one to three days of training per year. The teacher 
has to be willing to give up compensated instructional hours 
to receive training.
Teachers who attend training commonly receive only a 
brief exposure to innovative ideas and approaches, theory to 
practice techniques, second-language acquisition (SLA) 
methodology, and/or the integration of technology into 
existing ESL curriculum. Such sporadic and inconsistent 
training is hardly sufficient to initiate and implement a 
structured professional development plan.
After attending workshops, most teachers return to 
their classes feeling motivated and inspired, but within a 
short period of time the learned concepts and strategies 
tend to become vague. This is especially true when the 
content of the workshop has no immediate relevancy for the 
teacher or application in the adult ESL classroom. Teachers,
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consequently, revert to their comfort zone teaching English- 
as-a-second-language with their traditional tried-and-true 
methods. If the old adage is true that "experience is the
best teacher," it would follow that teachers must be
provided with the same learning experience that they, in 
turn, should provide for their students.
Professional development workshops predominantly 
disseminate information, a method that strongly reflects the 
objectivist traditions of instructional delivery. Workshops 
are available in the form of pre-packaged learning modules. 
Due to time restraints and a pre-determined presentation, it 
is questionable whether the individual needs of the teacher 
can be addressed during the workshop. A 'one-approach-fits- 
all' (intent) concept, fundamentally an objectivist
tradition in teaching, hardly translates into a one-
solution-fits-all outcome (impact). Within this workshop
environment, teachers do feel motivated and excited about 
the prospect of utilizing innovative teaching strategies and 
techniques based on the presentation of new information. 
However, without the opportunity to revisit new ideas and
concepts, without the time to reflect and adapt innovative 
concepts, and without the skill practice needed to take 
ownership of new research in SLA, teachers will not be able 
to make the necessary connections to accept, to implement,
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and to apply effective language methodology in their own
classrooms.
A teacher attending workshops for the purpose of 
professional development is usually subjected to a mere 
transmittal of information without the actual experience of 
skill application. The presenter who provides the training 
is limited to one perspective at the time he or she is 
delivering information to the teachers. In other words, the 
presenter who disseminates the one-approach-fits-all 
information bases the presentation on selective information 
and presumes that all of the participating teachers have the 
same basis of readiness to digest, take ownership, and apply 
the objectives presented in the workshop. While the teachers 
hear and understand what is imparted as a commonly accepted 
reality, they cannot construct their own meaning until they 
can make a personal connection between what was presented to 
them and their own teaching reality. When the workshop ends, 
so does the learning experience, since it is not a common 
practice for a presenter to verify that the workshop content 
is applied properly in the classroom. Since ESL teachers
understand the value of applying learned material, it seems 
appropriate that teacher workshops should facilitate the 
same application of skills in the classroom in order to be
J
considered effective. Conventional professional development
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workshops fall short in this respect since it is virtually 
impossible to conduct such follow-up procedures for each 
workshop participant due to logistic and financial reasons.
However, in order for teachers to create a constructivist­
learning environment (CLE) in their own classrooms, it is 
reasonable to say that the teacher should experience 
professional development workshops based on the same 
constructivist principles.
If the conventional approach to professional 
development proves to be ineffective, then it will require 
significant changes in the training delivery systems. 
Teachers must be able to learn continuously (in time and on
time) about issues and current research that is relevant to
teaching adults, meet their needs as facilitators of 
learning, and has ho time limitations or restrictions 
associated with access to learning.
Purpose of the Project
The purpose of the project is to develop WBT for
multilevel ESL teachers in adult education within a
constructivist framework. A wide variety of factual
information, skill-based innovations, and knowledge
resources are already available to the multilevel ESL 
teacher, but not necessarily evolving from a constructivist
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theory. WBT provides access to constructivist-based learning 
not only to meet the teachers' needs, but also to increase 
the relevancy of available information and resources for ESL 
teachers. Teachers have the opportunity to explore 
constructivist strategies, current SLA research, adult­
learning theory, and relevant resources.
Teachers have the choice of returning to the website at 
their convenience and without any preconceived notions or 
directions about what they should or should not investigate. 
The abundance of pertinent constructivist content relevant 
to ESL language learning and acquisition offers innovative 
approaches, while providing an adaptable and flexible 
delivery system.
Significance of the Project
A website for the professional development and support 
of ESL teachers provides access to current SLA research and 
contains topics that are "connected" to the needs of the ESL
teacher within the realm of adult education. The website
incorporates a variety of relevant ESL issues and a
collection of strategies based on constructivism and adult­
learning theory.
The premise for this project is that professional 
development has to serve as a model for constructivist
7
teaching in order for the change and the adaptation of this 
"new image" to be successful. Therefore, the instructional 
design of the website, "In Time On Time for TESOL," must 
also be grounded in constructivist theory. It must provide 
teachers with opportunities to construct their own meanings, 
reflect upon their profession, and formulate connections 
based on their prior experience and ways of thinking. The 
website connects theory to practice in order to offer ESL 
teachers the opportunity for highly individualized 
professional development and the construction of meaning to 
benefit their ESL student. As such, the WBT site content is 
dedicated to offering a broad scope of topics relevant to 
the ESL (adult students) classroom and to TESOL to acquire 
English-language learning and acquisition teaching-skills 
that will facilitate effective learning.
Assumptions
The following eight assumptions are deemed important 
aspects and components of the design and development of the 
project. The assumptions are founded upon constructivist and 
adult-learning theory.
The first assumption is that ESL teachers want to have 
access to ESL topics and resources that are relevant to 
teaching in an adult learning environment.
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The second assumption is that teachers prefer to make 
random choices about the topics they wish to learn more 
about. Therefore, a linear and sequential approach, 
requiring teachers to follow a prescribed order, would be 
ineffective and contrary to constructivist and adult­
learning theory.
The third assumption is that teachers want to have the 
opportunity to immediately apply what they have learned, in 
order to experience the application of the skill and explore 
the effectiveness of a learning strategy.
The fourth assumption is that teachers will use e-mail 
to communicate with colleagues and to engage in discussion 
about ESL and SLA topics.
The fifth assumption is that ESL teachers will provide 
feedback regarding the structure and content of the site, as 
well as submit ideas for new topics. This collaboration will 
ensure that the site remains dynamic and retains its growth 
potential.
The sixth assumption is that ESL teachers will utilize
the links to ESL and SLA related resources.
The seventh assumption is that the assessment of the 
website will be achieved through peer evaluations, surveys,
and e-mail communications.
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The eighth and final assumption is that the target 
users, the ESL teachers in an adult education setting, are 
self-motivated and independent learners.
i Limitations
During the development of the project, a number of 
limitations were noted. Budget restraints limit programming 
and instructional design features. For example, the 
technical aspects and components that are not included are:
1. Synchronous communication
2.. Audio and video conferencing
3. Virtual or guided tours
4. A learning management system (LMS), such as WebCT
or Blackboard.
Furthermore, a communication and interaction forum requires 
a site manager to monitor communications. Therefore, 
visitors to the site are limited to using e-mail or person- 
to-person interaction as a means of communicating with 
colleagues about the website content.
Definition of Terms
The following terms are defined as they apply to the 
proj ect:
• English-as-a-second-language (ESL)
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English is the second language learned by a 
speaker of another language which is considered to 
be his or her first, or native, language.
• Teachers of English to Speakers of Other Languages 
(TESOL). Teachers who facilitate English language 
learning and acquisition for speakers of other 
native languages.
• Web-based Training (WBT)(Definition by William 
Horton, 2000, p. 2): "Any purposeful, considered 
application of Web technologies to the task of 
educating a fellow human being".
• Instructional Design (Definition by George 
Piskurich, 2000, p. 3): "instructional design is 
really a set of rules, you could say procedures, 
for creating training that does what it is 
supposed to do."
• Meaning making: The concept of 'meaning making' 
developed by Jerome Bruner (1990) is also a 
philosophy of learning. It emphasizes that 
learners must construct their own meaning (meaning 
cannot be transmitted by the teacher) in order to
develop knowledge.
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• Constructivist-learning Environment (CLE):
Creating a classroom environment where students 
are encouraged to seek meaning, explore, discover, 
reflect, and construct knowledge for themselves is
central to the idea of a CLE. Just as the students
benefit from this type of learning environment so
will the teachers-as-students benefit from a
professional-development environment that
subscribes to the fundamental elements of
constructivism.
• Phenomenaria: Perkins emphasizes "a focus on a 
"phenomenaria" environment rather than an 
"information bank" environment" (Perkins in Duffy 
& Jonassen, 1992, p. 7). The website contains SLA 
research and ESL strategy "phenomenaria" within a 
hypertext and linked constructivist-learning
environment.
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CHAPTER TWO
REVIEW OF THE LITERATURE
Introduction
Chapter Two consists of a discussion of the relevant 
literature. Specifically, it includes a discussion about the 
framework of constructivism, the foundation and theory upon 
which the website is constructed, and an analysis of its 
effectiveness in the ESL classroom. Having established the 
theoretical foundation for the rationale and purpose of the 
website, an investigation of the changing needs in
professional development further promotes the concept of a 
website with easy, any time, any place access for the ESL 
teacher. Effective instructional design that connects theory 
(constructivism) to practice (professional development) is 
the bridge that gives the website delivery system validity 
and acceptance among ESL professionals. Finally, a 
discussion regarding the design and development of Web-based 
Training (WBT), as the application best suited to connect 
all of the elements of theory and instructional design, 
brings the project to fulfillment.
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The Constructivist-learning Environment
In constructivist theory "knowledge is constructed, not 
transmitted" (Jonassen, Peck, & Wilson, 1999, p. 3) . The 
concept of "meaning making," developed by Jerome Bruner 
(1990), "is at the heart of a philosophy of learning called 
constructivism that is relatively new to the field of 
educational technology" (Jonassen, et. al., 1999, p. 2). 
Creating a classroom environment where students are 
encouraged to seek meaning for themselves is central to the 
idea of a constructivist-learning environment (CLE). With 
the integration of technology into the classroom, the CLE is 
now created through the integration of computer applications 
to promote the acquisition of English-as-a-second-language.
Within this environment, learners are encouraged to 
apply their knowledge, skills, and attitudes to "construct 
... understandings of the world" and "search for tools to 
help [them] understand [their] experiences" (Brooks &
Brooks, 1999, p. 4). The tools that will "invite students to 
experience the world's richness, empower then to ask their 
own questions and seek their own answers, and challenge them 
to understand the world's complexities" are technology and 
the application of language (Brooks & Brooks, 1999, p. 5) .
By introducing technology into the classroom, a CLE 
emerges through the integration of computer applications and
14
World Wide Web resources to promote the acquisition of 
English-as-a-second-language (ESL). "Technology that is
fitted to curriculum and instruction can stimulate the
development of higher-order thinking and problem-solving 
skills, and it can support collaborative, globalized 
learning" (Reed & McNergney, 2000, p. 1).
The interaction of the. CLE, instructional technology, 
and ESL reinforces the need for a professional development 
delivery system where teachers can learn about this current 
research in second-language acquisition and can learn to 
experience the constructive learning process.
Constructivist Epistemology
The epistemology of constructivism provides an insight 
into the acquisition of knowledge. Constructivism is a 
"learning or meaning-making theory that offers an 
explanation of the nature of knowledge and how humans learn" 
(Abdal-Haqq, 1998, p. 1). Applefield, Huber, & Moallem 
(2000/2001) added that "the origin of the term can be traced 
to John Dewey and Jerome Bruner and discovery learning" (p. 
2). Constructivism fosters an active learning process on the 
part of the students, rather than transferring learning 
units from the teacher to the students, as delineated in
behaviorist theory.
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It is this active participation and self-directed 
learning by ESL teachers that is fostered by the website. 
This participation requires the ESL teacher to invest 
thought and reflection about what is offered on the website. 
The website as a delivery system fosters self-motivated 
discovery and exploration in learning in contrast to the 
traditional professional development arena where an attempt 
is made to transfer knowledge from the presenter to the 
teacher. Founded upon constructivist-learning theory, 
"instruction . . . should not focus on transmitting plans to
the learner but rather on developing the skills of the 
learner to construct (and reconstruct) plans in response to 
situation demand and opportunities" (Duffy & Jonassen, 1992, 
p. 4). These situations and opportunities arise in the ESL 
classroom, and. the teacher must construct (and reconstruct)
skills to meet the changing needs of the students.
Challenges of Rapid Change
While scholars have known about constructivist theory 
for the last 20 years, and research studies continue to 
advance knowledge about second-language acquisition (SLA), 
the implementation of the theory in the ESL classroom faces 
some challenges. As Brooks & Brooks (1999) pointed out,
"some teachers resist constructivist pedagogy" because of 
their "commitment to their present instructional approach,
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concern about student learning, or concern about classroom 
control" (p. 101).
Research studies have added to the knowledge about SLA 
and technology, but in general, knowledge is advancing so 
rapidly that it is becoming harder to stay on the cutting 
edge of advancements and to acquire the knowledge before it 
becomes obsolete. What is up-to-date today may become 
obsolete tomorrow; therefore, a degree of flexibility has to 
be built into the learning environment (professional 
development environment) in order to keep pace with rapid 
change. A website that is dynamic and allows for growth is 
able to more readily accommodate for rapid change.
Alfred North Whitehead developed the concept of a "Time 
Span of Social Change" (Knowles, 1980, p. 41). Describing 
the relationship of the time-span of social change compared 
to the life-span of an individual, as portrayed by 
Whitehead, Knowles (1980) claimed that "it is no longer 
functional to define education as a process of transmitting 
what is known; it must now be defined as a lifelong process 
of continuing inquiry" (p. 41). He added that "in the 
twentieth century several cultural revolutions have already 
occurred and the pace is accelerating. Under this new 
condition, knowledge gained at any point of time is largely 
obsolete within a matter of years" (Knowles, 1980, p. 41) .
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This knowledge establishes the need for a website that is 
always evolving, flexible, and dynamic.
Equally, the time-span necessary to go from educational 
theory to educational application in the classroom is a long 
and undetermined process. The acknowledgement of the need 
for change is not readily accepted by teachers who often 
hesitate to change methods they have used for years; 
although, these methods could be changed to be more
effective. A website that encourages collaboration among ESL 
teachers would provide teachers with an exposure to new 
ideas and give them time to reflect upon these ideas. Change 
can only happen when teachers are given the opportunity to 
become familiar with new research and new strategies. A 
period of reflection following the introduction of new 
concepts will help teachers be more flexible and open to new 
ways of conducting class and facilitating learning.
Conclusion
A truly constructivist professional development 
website, in order to stay faithful to the concept that each 
individual teacher is constructing knowledge, must encourage 
reflection beyond the confines of the classroom. The CLE 
must provide teachers with access to the global ESL teaching 
environment in order to promote thinking in nonlinear, non­
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traditional terms. Based on the constructivist foundational
principles programs should be:
global, complex, and sustained, rather than 
clearly defined tasks and subtasks, neatly broken 
up into lessons and modules ...[and] placed within
a full and authentic context rather than
fragmented tasks and predetermined instruction 
sequences. (Herrington & Standen, 2000, p. 4)
A website for professional development that breaks 
everything down into neatly packaged tasks and how-to-lists 
deprives teachers of their unique way of applying the 
research and concepts available to them.
Technological Constructivism
Technological constructivism is a term used in the 
field of instructional technology; it refers to the 
integration of the tools of technology within a classroom to 
easily accommodate the learner's needs for developing 
language proficiency and enabling acquisition and learning. 
CLEs "are technology-based environments in which students
can do something meaningful and useful. The technologies 
afford students the tools to explore, experiment, construct, 
converse, and reflect on what they are doing, so that they
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learn from their experiences" (Jonassen, Peck, & Wilson, 
1999, p. 194).
If this concept is to work in the ESL classroom, it 
stands to reason that the ESL teacher should experience 
learning in similar ways. Therefore, the web-based ESL 
teacher support site encourages teachers to experiment with 
a variety of lessons and activities. It also provides ample 
resources to teachers to reflect on effective ESL teaching 
approaches. Ultimately, the teacher will be stimulated to 
construct innovative strategies and be encouraged to share 
insights about ESL with other peers.
Elements of a Technology-based Constructivist
Environment
Implementation of the following eight key elements can 
be incorporated into the design and development of a web- 
based ESL teacher professional development site.
First, it is necessary to work from a prior knowledge 
base. Duffy and Jonassen (1992) stated that the formation of 
new understandings should not depend upon knowledge
retrieval; instead, it should derive from a flexible
knowledge construction that adapts to the situation.
Second, all ideas and beliefs, attitudes and concepts 
must be encouraged even though innovation and varying 
perspectives may "engender contradictions to their initial
20
hypotheses" or cause a feeling of imbalance between prior 
knowledge and newly acquired knowledge (Brooks & Brooks, 
1999, p. 112). The challenges confronting teachers, such as 
cognitive conflict or disequilibrium (terms derived from 
Piagetian Theory), may lead to unanswered questions and 
unclear understandings; however, "resolving dissonance 
ensures some ownership of the ideas and the problems on the 
part of the learner" (Jonassen et al., 1999, p. 5). Based on 
these premises, the ESL teacher would also greatly benefit 
from experiencing a period of imbalance when traditional 
methods are placed in contrast with new approaches and 
possibilities. By resolving the dissonance created when 
prior knowledge encounters new ways of thinking and new 
approaches, the teacher takes ownership in the process of 
change and meaning making. The outcome will be different for 
every teacher, but ultimately, and most important, is that
the ESL teacher will have confronted his or her own
perceptions of change by investing thought and reflection in
the process.
Third, the element of collaborative learning is 
essential for teachers to feel that they are part of a 
discourse community investigating the potential of 
technology. For the ESL teacher, a website provides the 
opportunity for a dialogue with colleagues. No longer
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isolated in the classroom, teachers can express and exchange 
ideas and concerns by e-mail or submit creative strategies
and activities.
Fourth, constructivism requires "learners to articulate 
what they are doing, the decisions they make, the strategies 
they use, and the answers that they found" (Jonassen et al., 
1999, p. 9). The website encourages ESL teachers to interact 
by sharing experiences and ideas by e-mail.
Fifth, teachers use "raw data and primary sources, 
along with manipulative, interactive, and physical 
materials" (Brooks & Brooks, 1999, p. 103-104). Abdullah 
(1998) proposed that the constructivist approach "require 
learners to explore resources other than the teacher [or 
professional workshop presenter], including reference 
materials and community members" (p. 2). To stimulate 
natural curiosity and elicit higher-order thinking skills, 
the teacher engages in "[f]raming tasks around cognitive 
activities such as analysis, interpretation, and prediction" 
to foster mental connections (Brooks & Brooks, 1999, p.
105). Similarly, the website provides ESL teachers with
resources and links that take them outside of the ESL realm
to related fields in psychology and social science. It is 
important for the ESL teacher as a professional to 
experience the learning and making of connections in the
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same manner that is proposed for the ESL student. Without 
such first hand constructivist-learning experiences on the 
part of the ESL teacher, such as analyzing, exploring, and 
interpreting, it is unlikely that the ESL teacher will be 
able to implement constructivist approaches in his or her
own ESL classroom.
. Sixth, critical-thinking skills and other higher-order 
thinking skills are an essential part of the CLE. To evoke 
the use of these skills, teachers are encouraged to 
formulate a "personal interpretation of ... experiences" 
(Jonassen et al., 1999, p. 4). Learners may use technology 
tools, but ultimately, they create knowledge through their 
own metacognitive skills (planning, monitoring, and
evaluation) (Diaz-Rico & Weed, 2002).
Seventh, the technological CLE can "selectively improve
upon the familiar classroom setting by ... offering new 
setting for the negotiation of meaning, and enhancing 
naturalistic experiences" (Pusack & Otto, 1997, p. 14). This 
concept incorporates experiential learning and self-directed 
learning. Once again what works for the ESL student, must
also work for the professional development of the ESL
teacher.,
The, final element consists of creating a realm where 
authenticity, relevance, real-world situations, and
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complexity are actable and guaranteed. The knowledge that is 
provided step-by-step in the traditional professional 
development workshop does not prepare teachers for its 
application in the real classroom and "the greatest 
intellectual sin that educators [or workshop presenters] 
commit is to oversimplify ideas in order to transmit them 
more easily" (Jonassen et al., 1999, p. 9). Since access to 
the World Wide Web provides access to real world 
authenticity, "it is not surprising that the language of 
constructivism permeates the technology literature" (Reed & 
McNergney, 1000, p. 1). For the benefit of the ESL teacher, 
the website provides knowledge that is immediately 
applicable. It is relevant and refers to complex issues 
faced by ESL teachers, such as the question of how to manage 
a multilevel ESL classroom and what strategies for language 
acquisition and learning are most effective. The insights 
are drawn from real world experiences. The possible 
solutions can be implemented immediately and are flexible 
enough to give the teacher the ability to customize them to
the needs of his or her own ESL class.
Technology Tools to Enhance Learning
Some of the tools of technology that enhance ESL 
learning within a CLE include the following: simulations, 
online portfolios, web experiences, web quests, student
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authoring, and student presentations. Student work product 
takes on different forms, such as "video, software, CD-ROMs, 
web sites,- e-mail, online learning-management systems, 
computer simulations, streamed discussions, data files, 
databases, audio, and more" (Reed & McNergney, 2000, p. 2) . 
With the knowledge that all of these technological
applications are effective also comes the sense of urgency 
that ESL teachers must obtain the basic skills to not only 
use the various applications, but be able to use them 
effectively to elicit and promote student learning. In 
addition to a fundamental knowledge of technology, the ESL 
teacher must also gain an awareness that a hierarchy of 
software applications exists.
One of the most important distinctions in 
evaluating digital.content is whether a product 
emphasizes open-ended exploration or drill-and- 
practice. Many experts, particularly those who 
support a constructivist approach to teaching, 
strongly prefer the former. (Zehr, 1999, p. 28)
The World Wide Web (WWW), as an example, provides 
constructivist tools, such as hypertext, resources, experts, 
multimedia, and interaction (Starr, 1997). A web-based
training site for ESL teachers that incorporates these 
components provides the experience needed to become familiar
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with the components. The effort to facilitate teacher 
experience also serves to give teachers the confidence 
needed to incorporate the components into their existing
curriculum.
ESL teachers must be able to evaluate the effectiveness
of technology for SLA and its abilities to foster a CLE; 
that is, the technological tool must stimulate language use 
and language production. The effective application of 
technology, benefits the ESL learners, engages the learners 
in the,process of discovering language, and encourages 
language output based on the natural need to share
exploration and knowledge in the classroom community. Upon 
experiencing the benefits of technology to facilitate 
learning, within a context of professional development for 
the ESL teacher, the teacher is more likely to be motivated 
to integrate technology into the ESL classroom and be able 
to do so effectively.
Providing teachers with the latest technology, even 
with the latest training in multimedia or hypermedia will 
not ensure that ESL teachers can effectively integrate the 
technology, create a CLE, and foster effective ESL
acquisition. McKenzie (1999) found that after-school
workshops about technology primarily showed the features of 
software applications, but did not provide teachers with the
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skills to apply what they learned in their own classroom.
"At its worst, staff development asks teachers to implement 
poorly understood innovations with little support and 
assistance; and before they are able to approach mastery, 
the school has moved on to another area" (Sparks & Hirsh, 
1997, p. 13).
A, professional development environment that enables 
teachers to experience technology and integrate technology 
into their own learning process, will provide them with 
self-assurance and the ability to effectively incorporate 
their own technology experiences into their classrooms. 
Computer-enhanced Constructivism
With technology more widely available to ESL teachers, 
more training is required to provide the teachers not only 
with a level of proficiency to work with technology as a 
tool, but with the applicable skill that will enable them to 
confidently integrate and utilize software applications 
toward effective language acquisition within the framework 
of the CLE. Merely supplying the hardware and the basic 
skills toolkit does not automatically provide teachers with 
the instructional technology skills to implement the 
available technology toward effective language acquisition 
and learning. Levy (1990) stated that "our language teaching 
philosophy, method, or approach needs to be broadened to
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encompass new technologies, and the inter-relationship 
between language teaching and computing needs to be 
carefully explored" (p. 5).
Having the computer hardware available for ESL teachers 
will not automatically guarantee that they will know how to 
use the technology to obtain an optimum outcome, such as 
increased levels of ESL proficiency. It will also not 
guarantee that teachers will provide effective computer- 
enhanced ESL instruction. The state-of-the-art technology is 
not sufficient, if educators do not reflect upon the 
potential of its use. Teachers must learn how this
technology can be applied effectively, and they must have 
the skills necessary to fully utilize the technological 
potential beyond the basic computer skills.
Teachers who have received training only in the basic
computer skills will limit the ESL student's potential to 
apply the computer as an enhancement tool in ESL language 
acquisition and learning. Teachers with basic computer 
skills training primarily use the tutorial and drill-and- 
practice software. Drill-and-practice software emulates the 
behavioral approach traditionally used by teachers. In this 
approach the teacher produces the language, makes the 
choices about the language, and controls the output of the 
language. The students imitate, repeat, and respond on cue.
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The only difference in a computer-enhanced ESL learning 
model that parallels this methodology is the replacement of 
the teacher with a machine that can randomly, yet
mechanically cue students through the same "behavioral" 
prompts that have been found to be ineffective in the 
acquisition of language. Using a state-of-the-art computer 
will not change the outcome. This method only reduces the 
use of technology to a novel delivery vehicle that replaces 
the delivery of the teacher.
On the other end of this spectrum are teachers who have 
received training in advanced computer application skills. 
These teachers are able to provide ESL students with 
computer-enhanced language acquisition by engaging these 
students and by activating their higher-order thinking 
skills (HOTS). The original HOTS project was a pull out 
program where elementary school children received extra 
training in critical thinking and problem solving by using 
software applications (Pogrow, 1996, pp. 34-35) . Today the 
goal of instructional technology is to enable students to 
use HOTS as they are challenged through the available
technologies.
A predominant use of the drill-and-practice 
applications in the ESL classroom indicates that teacher 
training workshops need to provide teachers with the skills
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to elicit HOTS from students in their ESL classroom. Becker
(1985) reported the results of a 1983 survey. The survey 
showed the most common use of microcomputers to be drill- 
and-practice applications. The sole integration of 
fundamental computer applications in the ESL classroom will 
not guarantee that effective language acquisition and 
learning will take place. Teachers must learn to apply 
advanced computer skills that engage learners in language 
acquisition and empower the ESL student to use higher
intellectual skills.
Computer-enhanced ESL learning that promotes HOTS 
supports the development of a constructivist-learning 
environment (CLE). A great variety of options, including 
communication networks, simulations, hypermedia, multimedia, 
the Internet, the World Wide Web, and web-authoring programs 
require students to use HOTS. ESL learners must use HOTS in 
problem-solving and critical-thinking computer applications. 
Teachers who have not had the opportunity to properly train 
in the use of these computer-enhanced language applications 
will only undergo a lateral shift from the traditional
classroom to a technologically infused classroom. They will 
emulate their existing teaching strategies and will use 
computer applications that are more inclined to support 
their existing teaching style. A teacher used to applying
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behavioral methodology in the classroom, a traditionally 
teacher-centered style, will be more inclined to use 
language tutorials, drill-and-practice software, or 
educational language games. These computer applications were 
designed and developed by programmers who emulated the
behaviorist traditions in the classroom; therefore, the 
outcome of language acquisition and learning based on these 
applications is predictable based on SLA research.
Predetermined computer language applications are
substitutes for teacher-centered ESL classrooms where the
teacher provides all of the information. Information flows
from the teacher to the students, and the students drill,
repeat, mimic, memorize, and regurgitate the material 
presented. Whether this happens by way of the teacher as the 
source (as in the traditional behaviorist classroom) or a
computer (as in the integrated technology classroom) as the 
source, language acquisition and learning is not effective.
Jonassen, Peck, & Wilson (1999) stated that instructional
technologies should not "be used as delivery vehicles (such 
as in computer-assisted instruction, tutorials, drill-and- 
practice) ... rather, technologies should be used as engagers 
and facilitators of thinking and knowledge construction" (p. 
13). Therefore, the design of a website should equally 
engage the teacher as learner to think. Proficiency in the
31
English language requires more than CALL tutorials or 
drills; it requires language to be constructed by using 
applications that are not predetermined and inflexible.
For successful language acquisition to occur, students 
must have access to computer applications that give them the 
opportunity to construct, create,, and manipulate the 
language using a variety of tools. Jonassen, Peck, & Wilson 
(1999) provided guidelines (see Table 1) to help educators 
understand the role of technology in learning (pp. 13-14).
When the traditional ESL learning environment becomes 
infused with computer technology, it should not change the 
techniques that have been most effective in second-language 
acquisition (SLA). Egbert & Hanson-Smith (1999) have come up 
with eight conditions (see Table 2) for optimal English SLA 
to take place.
These conditions can be met through the implementation 
of computer-enhanced ESL learning that supports higher-order 
thinking skills (HOTS). The goal of any ESL program, 
computer integrated or not, should be to stimulate and 
empower its students to take charge of their own language 
acquisition and learning. Whether this happens in an ESL 
classroom devoid of technology or in a computer-integrated
ERSL environment, the format should not interfere with the
"construction" of language and the discovery of knowledge.
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Table 1. Useful Roles for Technology in Learning
Technology tools to support knowledge construction:
• Represent learner ideas, understandings, beliefs
• Produce organized, multimedia knowledge bases 
Technology as information vehicles:
• Access needed information
• Compare perspectives, beliefs, world views
Technology as context to support learning-by-doing:
• Meaningful real-world problems and contexts
• Represent beliefs, perspectives, arguments
• Define a safe, controllable problem space 
Technology as social medium to support learning:
• Collaborate with others
• Discuss, argue, and build consensus
• Support discourse, knowledge-building 
Technology as intellectual partner (Jonassen (1996) :
• Help learners to articulate/represent
• Reflect on what & how they have learned
• Support internal negotiations/meaning making
• Support mindful thinking
Source: Jonassen et al., 1999, pp. 13-14.'
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Table 2. Eight Conditions for Optimal English 
Language Acquisition
1 Learners have to interact and negotiate meaning.
2 Learners interact in the target language with an
authentic audience.
3 Learners are involved in authentic tasks.
4 Learners are exposed to and encouraged to produce
varied and creative language.
5 Learners have enough time and feedback
6 Learners are guided to attend to the learning process
7 Learners work in an atmosphere with an ideal
stress/anxiety level
8 Learner autonomy is supported
Source: Egbert, Chao, & Hanson-Smith, 1999.
The software best suited to provide optimum ESL 
acquisition and language learning consists of any 
application that will give the student the flexibility to 
work with the language, the ability to produce language, and 
the option to manipulate the language.
Instructional design theorists also challenge existing 
assumptions and analyze the implications of the development 
of the ID2, second generation of instructional design theory,
34
referred to as ID2 (Merrill, 1992) . ID2 built upon a
cognitive foundation (not behavioral) , proposed that
learning results from developing mental models (Merrill, Li, 
& Jones (1990). The more complex the mental model, the more 
complex the activities that the student can tackle.
In the model, the x-axis represents the construction of 
knowledge and the y-axis represents the experience provided 
to the learner. The x-axis and the y-axis intersect and 
create a realm where the development of mental models grows 
in proportion to the amount of experience and knowledge
available from which to construct mental models.
Source: Merrill, Li, & Jones, 1990, pp. 7-14. 
Figure 1. Instructional Design
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Many researchers write about the constructivist- 
learning theories, but the issue of a constructivist 
pedagogy is still unclear. An additional difficulty lies in 
establishing a crossover and connection between computer 
science and the relatively new field of instructional 
technology. Professionals involved in both fields should 
consider the value of incorporating constructive teaching 
strategies into the design and development of ESL computer 
applications. Fosnot (1992) stated that the "constructivist 
approach to teaching will need to identify what 
instructional strategies will facilitate concept 
instruction" (p. 169).
Researchers have found that there is a shift from the
traditional, auditory, and teacher-centered instruction to a 
more visual, perhaps kinesthetic, student-centered 
environment. By using computers, Wodtke who teaches visual 
thinking and design communication, said teachers have the 
advantage that they can interactively utilize the audio and 
visual, thereby opening up new possibilities in this medium 
(Wodtke, 1993). Wodtke suggested that.there are three 
approaches to working with computer: 1) doing it, 2) knowing 
about it, and 3) visualizing it. The last approach coincides 
with the1 constructivist approach requiring students to 
develop concepts and utilizing thinking skills.
36
Martin Phillips, in an article written for the British 
Council's English Language Services Department, raised some 
interesting questions regarding the development of CALL and 
its adherence to sound pedagogical practices. The
instructional materials created for CALL have been isolated
programs that have not attempted to integrate the entire 
suite of language learning pedagogy. Programmers have been 
more focused on the development of technological
possibilities and enamored with what the computer can do, 
rather than develop programs based on effective second- 
language acquisition (SLA) data or Krashen's differentiation 
between language learning and language acquisition. Phillips 
(1985) proposed a framework for CALL that will help 
programmers develop software that is "pedagogically sound 
and will impart coherence to CALL development which at
present is conspicuous by its absence" (p. 26).
Phillips (1985) identified "seven possible categories 
of analysis: activity type, learning style, learner focus, 
program focus, language difficulty, program difficulty, and 
classroom management" (p. 27). Although he contended that it 
may not be possible to include all of these elements, he 
stressed that the framework will promote the development of 
more complete language programs founded upon SLA research. 
"Contemporary authoring systems are methodologically
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restrictive and inflexible;" however, the Integrated
Software Production Environments of the future, ... will be 
much more sophisticated tools for the design and testing of 
innovative and imaginative programs" (Phillips, 1985, p.
113) . He warned against attempting to evaluate CALL
prematurely and prejudging its value.
As the new field of English-language technology (ELT) 
develops, it will explore methodologies and it will need to 
"accommodate the new technology within its theories of 
language teaching methodology. This will almost certainly 
require some rethinking of methodology" (Phillips, 1985, p.
114) .
Ultimately, professionals from the field of second- 
language acquisition (SLA) and the field of instructional 
technology (IT) must work together to create affective ESL 
acquisition materials.
Computers and powerful telecommunications 
technologies can and are being exploited to 
promote positive education reform: by creating
student-centered instructional context that focus
on building critical thinking skills; by 
presenting authentic, challenging tasks that 
engage students in meaningful learning experiences 
that are appropriate to individual students' level
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and needs; by facilitating collaborative learning 
activities that encourage all students to 
participate and contribute; and by linking 
students from different places and culture to 
enhance leaning and intercultural understanding. 
(Otto & Pusack, 1996, p. 181)
The key to the successful and effective use of 
computer-enhanced language learning is to engage students, 
to explore relevant issues, to encourage reflection, and to 
stimulate higher-order thinking skills. Jonassen, Peck, & 
Wilson (1999) offered a brief, yet powerful summary of what 
constitutes meaningful learning with technologies. They 
encouraged:
• Knowledge construction, not reproduction
• Conversation, not reception
• Articulation, not repetition
• Collaboration, not competition
• Reflection, not prescription
Kassen & Higgins (1997) contended that to achieve 
meaningful learning, "preparing teachers to use educational 
technology is a pressing concern for educators today" (p. 
280). They have identified three key issues that concern
educators.
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1. Establishing a comfort level with technology;
2. Integrating technology into the curriculum; and
3. Developing the critical skills to use technology 
effectively.
Learning Environment Myths
Advocates of a technology-based CLE for professional 
development purposes must provide arguments to disperse 
myths associated with this approach to learning. Following 
are five myths that have been recognized by Applefield et
al., 2001). Several scholars offer counter rationales that
weaken the myths.
Myth One is that there is no focus for learning and no 
clear goal in constructivist-based learning. The counter­
argument is that knowledge cannot be planned in the 
traditional systematic way. "In the constructivist approach,
we look not for what students [or teachers as students] can
repeat, but for what they can generate, demonstrate, and 
exhibit" (Brooks & Brooks, 1999, p. 16).
The argument behind Myth Two is that constructivist- 
based learning lacks planning, and careful preparation is 
less important than in traditional instruction. On the 
contrary, "in a constructivist learning environment, clear 
educational goals are established, authentic tasks and real- 
world, case-based experiences and contexts (rather than pre-
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determined instructional sequences) are carefully designed
and sufficient verbal interaction between the teacher and
students and among students is ensured" (Applefield et al., 
2002, p. 14).
Some educators contend that Myth Three is about an 
absence of structure for learning in a CLE. However, the 
counter-argument emphasizes that focus and direction are 
elements of a CLE provided through learner exploration and 
discovery. Learning evolves dynamically as a result of 
learner directed input into the learning process. The 
structure is evolutionary; it is not a static plan provided 
before the learning process ever begins. "Students [or 
teachers as students] initiate this process to make sense of 
the information; they construct the process and the 
understanding rather than having it done for them" (Brooks & 
Brooks, 1999, p. 47).
Myth Four is based on the argument that teachers are 
already involved in classroom discussions and other forms of 
social interaction; therefore, learning will take place 
without a dramatic shift in the instructional approach used 
for professional development. The constructivist counter­
argument is that a discussion without purpose or direction 
is simply time consuming and unproductive, or serves a 
social purpose that is not the orientation of active
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learning in the classroom. "When designing curriculum, 
constructivist teachers [or professional development 
presenters] organize information situations because students 
[or teachers as students] are most engaged when problems and 
ideas are presented holistically rather than in separate, 
isolated parts" (Brooks & Brooks, 1999, p. 46).
Myth Five, one that evokes strong opposition to 
constructivism, stems from a misunderstanding of relevancy. 
The argument is that because teachers are not primarily 
engaged in delivering instruction (lecturing and
explaining), their role in the classroom is less important. 
However, the teacher's role continues to be relevant in the 
learning process; in fact, the need for continued growth and 
professionalism is inherent in the constructivist approach. 
Therefore, the website "focus is on guiding rather than 
telling" (Applefield et al., 2001, p. 15). Brooks & Brooks 
(1999) believed that "a constructivist framework challenges
teachers to create environments to think and explore" (p.
30). A web-based training site for ESL teachers serves to 
support teachers in this effort.
Teachers have the responsibility of directing their 
professional development and have the power to make 
decisions regarding the training. Traditional staff 
development was conducted with a presenter having full
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control over the workshop as he or she lectured and
explained to the participants. The web-based training site 
emancipates the teacher to become an independent and self- 
directed learner who seeks out meaning and solves problems
based on his or her immediate instructional needs.
Three Models Significant to Technology-enhanced
Language Learning
Concepts and models for effective staff development 
that are an integral part of the current discussion on 
integrating technology in the classroom have been in 
existence for years. In discussions regarding the most 
effective ways of training teachers to utilize technology 
effectively, three models are referenced: the mentoring 
model, the theory-to-practice model, and the reflective 
teaching model (Crandall, 1994, p. 2).
Mentoring Model. The mentoring model, also referred to
as the craft model, "relies on the knowledge of an
experienced practitioner to mentor less experienced
practitioners" (Crandall, 1994, p. 2). With the term of 
"mentor," also comes the perception that they know more than 
the teacher participants. When it comes to "training" 
teachers to use the computer as a tool, this terminology 
does not appear controversial. However, contrasting the term 
with the idea that teacher participants should become self-
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directed in the process of using and applying technology in 
their lesson plans, fosters an imbalance in the connotation
of the word "mentor." In the latter scenario, the "mentor"
is more appropriately a "facilitator."
Theory to Practice Model. The theory to practice model, 
also called the applied science model, "links relevant
research with teaching practice" (Crandall, 1994, p. 2).
Because it is difficult to transition from what was taught 
in a professional development workshop to practical 
implementation of the new understandings, this model would 
incorporate experiential learning into the professional 
development workshops (Crandall, 1994).
Reflective Teaching Model. Finally, the reflective 
teaching model, also known as the inquiry model "is an 
exciting approach in which teachers become active 
researchers - reading about, sharing, observing, critically 
analyzing, and reflecting upon their own practice in order 
to improve it" (Crandall, 1994, p. 3).
Conclusion
Once the teachers have been motivated, "administrators
should provide ongoing staff development programs that have 
specified outcomes" (English-as-a-second-language, 1993, p. 
10). Teachers must, therefore, "be offered expanded and 
enriched professional development experiences" to be able to
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apply technology skills in the classroom, to integrate the 
skills into existing academic content area, and to come up 
with innovative uses for technology within their field of 
expertise (Dilworth, 1995, p. 1). It hardly seems reasonable 
to expect earth-shattering results from a one or two-day 
workshop held sporadically. If learning is a process, then 
teachers must also have the opportunity to take ownership in 
this process. When teachers are "allowed to try out new 
techniques in ... relative freedom," they are more apt to 
enjoy experimenting with ideas as "their own" (Doff, 1988, 
p. 9). Furthermore, the experiential learning process is 
highly individualized and is not neatly packaged into pre­
formatted or uniform timeframes. Even the process of 
reflection requires teachers "to engage in a continuous 
cycle of self-observation and self-evaluation in order to 
understand their own actions and the reactions they prompt 
in themselves and in learners" (Florez, 2001, p. 1).
To meet the needs of the ESL teacher, educational
resources, technology, and administration should work 
together as a holistic system, rather than fragmented 
sources. Sparks & Hirsh (1997) contended that "to meet the 
educational challenges of the 21st century, everyone who 
affects student learning must continuously upgrade his or 
her skills" (p. 16). Further research must be conducted to
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examine how technology can optimize language learning and 
acquisition and how teachers can effectively integrate 
technology into the classroom to promote learning.
Technology can provide the informational resources and tools 
to help the teacher bring the real world into the classroom.
For the ESL teacher this translates into a need to
learn technology skills, to understand how to apply them 
effectively in the classroom, to continuously upgrade
skills, to be aware of real world issues of the multilevel 
ESL classroom, and to experience learning in the same way 
that ESL students are expected to learn.
Abdullah (1998) offered a comprehensive summary of the 
language benefits made possible through technology 
integration and the LCE:
During the inquiry process that learners go 
through to develop solutions, they need to use 
language to obtain and communicate information, 
express opinions, and negotiate, as they would in 
occupational domains. As they document discussions
and decisions, consult reference materials talk to
others, or represent findings, they learn to 
listen, speak, read, and write effectively. They 
develop vocabulary, learn rules of grammar and 
conventions of social language use, and integrate
46
the use of different sign systems. In short, they 
construct an understanding of language as it is 
used in real world contexts, (p. 2)
In contrast, the teacher, as a student of education,
also undergoes a process of inquiry that leads to solutions 
by way of reflection and analysis. The teacher, too,
constructs knowledge, although for different reasons and for 
a different purpose. Both the student of ESL and the teacher 
as a student of education learn most effectively when 
encouraged to construct their own meaning. The web-based 
training site provides the learning environment that fosters 
constructive learning for the ESL teacher, who, in turn, can 
implement effective teaching methodology, experienced first
hand, for the benefit of the ESL student.
Professional Development Concepts and Models 
Anticipating that teachers would have a powerful role
in creating a new generation of global thinkers the focus in 
the 1990s was the preparation of teachers for the 21st 
century. To participate successfully in the global 
environment and economy requires global literacy. English is 
the international language, as well as the recognized 
language in the computer environment. In spite of this goal, 
after twelve years of the anticipated shift towards global
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thinking, one can observe teachers in adult education 
facilities with less than sufficient academic background in 
the integration of technology in the ESL classroom.
Technology, computers, and the access to resources on 
the World Wide Web continue to be disengaged aspects, rather 
than integrated tools. While the computer equipment may 
often be readily available and accessible, the "training 
teachers do receive is usually too little, too basic, and 
too generic to help them develop real facility in teaching 
with technology" (Professional Development, 2002, p. 41).
Statistics provided by Market Data Retrieval (2000) 
revealed figures to show that "in the 1999 - 2000 school 
year, 17 percent of public school technology spending went 
to teacher training" (Professional Development, 2002, p.
41). This would seem sufficient, but five years earlier, in 
1995, the Office of Technology Assessment recommended 
"schools and districts devote at least 30 percent of 
technology budgets to teacher training and support" 
(Professional Development, 2002, p. 41). Today, the 
National Education Association (NEA) "recommends that
schools devote 40 percent of their technology budgets to 
teacher training" (Professional Development, 2002, p. 41). 
The American Association of State Colleges and Universities 
expressed the need for "teacher-scholars" who would have
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"knowledge of methods instruction, human development, 
learning theories, affective skills, and, of course, subject 
matter" (Spring, 2000, 41). This context presents specific 
professional development models that require the exploration 
of concepts and models.
Challenges to Professional Development
Teachers in adult education programs face some unique 
challenges. Full time positions are rare and, therefore, the 
majority of teachers do not receive "benefits,...job 
stability, better program resources, and more opportunities 
for professional development" (Crandall, 1994, p. 1). Many 
adult education teachers feel that because of their part- 
time status, they do not have the same opportunities as K-12 
teachers to be a part of ongoing staff development programs 
that would benefit their professional growth. Horton (2000) 
made the following case for WBT:
Employees are usually paid for the time they are 
in training. Although the time spent learning may 
not be less with WBT, the time spent traveling to 
training definitely will be less. (p. 21)
Horton (2000) emphasized that a 3-day traditional 
training session could cost the participant five days of 
lost salary when considering the transportation time to and 
from the workshop.
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Professional Workshops and Conferences. Attendance at 
workshops, such as the ones offered by Teachers of English 
to Speakers of Other Languages (TESOL) or Computer Aided 
Language Learning & Instruction Consortium (CALICO), is 
usually voluntary and at the teacher's own expense (Kutner,
1992) .
In an article written for the California Association of
Teachers of English to Speakers of Other Languages (CATESOL) 
journal, Pash & Mullane (2000) stated that "attending 
workshops and giving presentations at conferences also 
helped us keep abreast of current methodology and theory and 
provided us with opportunities to be seen as leaders in our 
field" (p. 189).
In workshops, an educator, traditionally, learns about 
"educational foundations..., educational psychology, human 
development, and theories of learning"; furthermore, 
training is provided in methodology and teaching strategies 
(Spring, 2000, p. 41). Such training is seldom offered 
specifically at the job site, especially to part-time 
teachers. The alternative is to attend off-site professional 
development or seek out online sources for self-directed
development.
Job-Embedded Learning. Job-embedded professional 
development serves the immediate needs of the teacher who is
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also the first person to understand the needs of his or her 
students. Kutner (1992) agreed that, "the challenge for the 
adult education field is to design an effective system of 
staff development within the constraints of the ABE [Adult 
Basic Education] and ESL [English-as-a-second-language] 
delivery system" (p. 1). Job-embedded learning activities 
for teachers can provide such a delivery system "based on 
the assumption that the most powerful learning is that which 
occurs in response to challenges currently being faced by 
the learner and that allows for immediate application, 
experimentation, and adaptation on the job" (Sparks & Hirsh, 
1997, p. 52). When a teacher experiences these immediate 
challenges, has already begun to mentally scan options, and 
has come up with possible solutions, is the time when 
learning opportunities (tools and resources) will stimulate 
a discourse with a personal challenge. Having ownership of a 
problem stimulates far more motivation to overcome the 
challenge than accepting a packaged educational development 
challenge that is unrelated to a teacher's area of expertise 
and disparate to the needs of their students.
Key Elements of Professional Development
In 1991, the Study of ABE/ESL Instructor Training
Approaches, funded by the U.S. Department of Education, 
identified a number of key elements of effective staff
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development through a review of the research literature and 
site visits to nine staff development programs (Kutner,
1992). The elements were classified into three main
categories of concern: the ownership of the training, the ' 
instructional design, and the concerns of teachers.
The idea of developing ownership in the training stemmed 
from the recognition that teachers need "to feel they are 
key players in their own professional development" (Kutner, 
1992, p. 2).
Instructional design revealed the necessity to link 
theory and research to practical teaching applications, 
provide teachers with demonstrations, and offer feedback.
The third category, regarding the concerns of the 
teacher, created awareness about the benefits of recognizing 
the needs of teachers. Promoting a feeling of involvement 
among teachers, decentralizes the staff development and 
"promotes local camaraderie by providing adult educators the 
opportunity to receive training with others who are in close 
proximity and with whom they can share ideas and materials" 
(Kutner, 2001, p. 3).
Sources of Professional Development
The California Department of Education, Adult Education
Office, funds the Outreach and Technical Assistance Network.
OTAN provides "teaching resources such as free instructional
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software, lesson plans, Web site links and reviews, and a
photo bank; communication resources such as listservs, chat 
areas, and communication software; technical support such as 
tips for using hardware, and instructions on downloading 
plug-ins and utilities..." (OTAN, 2002). The OTAN resources
for, grants, codes and regulations, legislative information, 
presentations, products, and the reference and document 
library are available through the URL: http://www.otan.us. A 
website specifically oriented and "designed to meet the 
needs of adult education instructors who want to integrate 
technology into their classrooms" is located at 
htt://www.adultedteachers.org. OTAN also offers on-site or 
off-site workshops designed to help educators use. computer 
resources and develop basic computer literacy (OTAN, 2002) .
The resources are extensive, accurate, and high 
quality. For teachers who like to work independently, these 
resources are valuable and functional. Although customized 
professional development is implied, it is not possible for 
external professional development trainers to be familiar 
with the demographics of each school, the skills and 
expertise of each teacher, the needs of the students, and 
the specific subject for which the skills are intended.
Other professional development programs and techniques
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are available online. Bintrim (2002, pp. 1-2) provided the 
following list (see Table 3) of sources.
Table 3. Professional Development Sources
Educational Resources Information Center (ERIC) 
http://www.aacte.org/Eric/pro_dev_schools.htm
National Council for Accreditation of Teacher
Education (NCATE)
http://www.ncate.org
Alberta Teacher's Association
http://www.teachers.ab.ca 
National School Reform Faculty- 
http ://www.harmonyschool.org
Coalition of Essential Schools
http://www.essentialschools.org 
National Staff Development Council 
http://www.nsdc.org
North Central Regional Educational Lab (NCREL) 
http://www.ncrel.org
Education Week
http://www.edweek.org
Source: Bintrim, 2002, p. 96.
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Professional Development Reform
Brooks & Brooks (1999) believed that "creating 
constructivist classrooms requires bold changes-- 
institutional adaptations that break significantly from past 
and current practices to create new structures and norms for 
the institutions undergoing change" (p. 120). It is worth 
noting that four of the six suggestions (see Table 4) for 
change are affiliated with professional development.
Brooks & Brooks (1999) emphasized the need to 
"structure preservice and inservice teacher education around 
constructivist principles and practices" (P. 121).
Table 4. Suggestions by Brooks and Brooks
• Structure preservice and inservice teacher education 
around constructivist principles and practices.
• Focus resources more on teachers' professional 
development than on textbooks and workbooks.
• Form school-based study groups focused on human 
developmental principles.
• Require annual seminars on teaching and learning for
administrators and school board members.
Source: Brooks & Brooks, 1999, pp. 120-126.
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Currently, pre-service and in-service teacher education 
is primarily based on behaviorist theory, and the 
objectivist tradition.
Educators using such a behaviorist framework 
preplan a curriculum by breaking a content area . 
(usually seen as a finite body of predetermined 
knowledge) into assumed component parts - "skills" 
- and then sequencing these parts into a hierarchy 
ranging from, simple to more complex. [.-.. .] Thus 
educators spend their time developing a sequenced, 
well-structured-curriculum and determine how they 
will' assess, motivate, reinforce, and evaluate- the
learner, the learner is simply tested to see where
he or she falls on the curriculum continuum and
thus expected to progress in a continuous, 
quantitative fashion as long as clear 
communication and appropriate reinforcement are 
provided. Progress by learners is assessed by 
measuring observable outcomes - behaviors on 
predetermined tasks. (Fosnot, 1996, p. 9)
Teacher participants complete pre-determined tasks in 
the workshop, but have difficulty in applying what was 
learned and practiced in the workshop in their own 
classrooms. The premise of each instructional challenge is
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resources more on teachers' professional development than on 
textbooks and workbooks" (p. 123). The design of most ESL 
textbooks and workbooks is grounded in behaviorist or 
cognitive traditions. Following these principles, the 
teacher once again becomes a disseminator of information, 
rather than utilizing innovative and effective approaches in 
SLA. A web-based training site based on constructivist 
theory supports the focus on teacher development by focusing
on the teacher, not books.
Brooks & Brooks (1999) also suggested the formation of 
"school-based study groups focused on human developmental 
principles" (p. 125). While most educators would agree with 
suggestion three, it is also evident that these study groups 
among teachers are very rare, unless mandated by the 
administration. The study groups that teachers participate 
in at professional development workshops are very 
stimulating, but short-lived. When teachers who are 
participating in professional workshops are paired or 
grouped with other professionals from different schools/ 
school districts, and learning communities, the potential
value of their collaboration is diminished. School-based
collaboration is far more beneficial for the teachers, 
especially because they share the same student demographics.
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It is only reasonable to "require annual seminars on 
teaching and. learning for administrators and school board 
members" (Brooks & Brooks, 1999, pp. 6-7) as suggested by 
Brooks & Brooks in suggestion four. Often, however, the 
timing and length of the event are inconvenient, or life 
presents other priorities for teachers. The easy, on demand 
access of WBT allows working around these concerns.
Brooks & Brooks (1999) wrote the following bold 
conclusion as they solicited "new images" for teaching and 
learning. While reading this excerpt from their 1999 book 
dedicated to the concept of constructivism, it is just as
effective when the definition of the word "student" is
extended to include the "teacher as student."
Bold changes require the establishment of new
norms and structures for schools and school
systems [...] A new set of images, reflective of 
new practices, is needed - images that portray the 
student as a thinker, a creator, and a
constructor. (Brooks & Brooks, 1999, pp. 126-127)
Ann Lieberman (1995) suggested that the concept of 
professional development be rethought because traditional 
'direct teaching7 workshops do not afford teachers the 
opportunity to analyze, reflect, and discuss. She contended 
that the learning process is not limited to one or two days,
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such as it would be for a traditional workshop; on the 
contrary, it "become[s] part of the expectations for 
teachers' roles and form[s] an integral part of the culture 
of a school" (Lieberman, 1995, p. 593). As TESOL we seek to 
elevate the profession from the basics of performing 
teaching skills to a metacognitive realm requiring thought 
and reflection. A WBT site, readily accessible any time, 
provides the teacher with the time to analyze, reflect, and
discuss the field of adult ESL.
Darling-Hammond and McLaughlin (1995) supported this 
view and stated that "[p]rofessional development today also 
means providing occasions for teachers to reflect critically 
on their practice and to fashion new knowledge and beliefs 
about content, pedagogy, and learners" (p. .697). Just as a 
constructivist-learning environment and learner-centered 
teaching benefits student learning, so would a professional 
development website that is based on the same theoretical 
foundation. Darling-Hammond and McLaughlin (1995) pointed
out that:
The success of this agenda ultimately turns on 
teachers' success in accomplishing the serious and 
difficult task of learning the skills and
perspectives assumed by new visions of practice 
and unlearning the practices and beliefs about
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students and instruction that have dominated their
professional lives to date. Yet few occasions and 
little support for such professional development 
exist in teachers' environments, (p. 597)
Sparks & Hirsh (1997) expressed that "powerful ideas 
are currently altering the shape of schools in the United
States and the staff development that occurs within them"
and stressed that "these ideas are results-driven education, 
systems thinking, and constructivism" (p. 4). The 
instructional design for this website project is founded 
upon these three ideas. The first idea is that, "results- 
driven education requires that teachers and administrators 
acquire new instructional knowledge and skills and alter 
their attitudes" (Sparks and Hirsh, 1997, p. 4). This goal 
requires a continuous exposure to thought provoking 
scenarios and critical thinking activities that enable a 
change of attitude.
The second idea pertains to staff development issues
and innovations that are interconnected, interrelated, and
dynamic.
Thus, an important aspect of systems thinking is 
that change within the system is continuous; the 
system is always in a state of flux, which may or 
may not be evident at any given moment. To further
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complicate the situation, the changes that occur 
today in one part of the system may not become 
obvious for months or even years, which may lead
observers to miss the link between two events.
(Sparks & Hirsh, 1997, p. 6)
A WBT site offers the ESL teachers a forum to stay in 
touch with professional issues relevant to adult education. 
Teachers can exchange views (asynchronously), collaborate on 
issues, and cooperate within their school.
The third idea is based on a powerful perspective of 
constructivism, or the idea of "constructing" knowledge.
From a constructivist perspective, it is critical 
that teachers model appropriate behavior, guide 
student activities, and provide various forms of 
examples rather than use common instructional 
practices that emphasize telling and directing. 
(Sparks & Hirsh, 1997, p. 9)
A WBT site that stimulates teachers to respond in ways 
that they in turn would expect from their students, serves 
to reinforce the constructivist learning premise. If the 
context is relevant to ESL language learning and
acquisition, then the teachers will be able to construct 
meaning and transfer this meaning to their ESL learning 
environment within the framework of past teaching
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experiences and professional knowledge. Duffy & Jonassen 
(1992) contended that "the experience in which an idea is 
embedded is critical to the individual's understanding of 
and ability to use that idea" (p. 4).
This project is based on the supposition that these 
"new images," as expressed by Brooks & Brooks (1999), for 
teachers as students are not attainable if professional 
development for teachers' is not based on the same 
constructivist criteria. How can we expect to create a 
constructivist-learning environment (CLE), if teachers are 
skilled neither in the techniques nor the strategies based 
upon constructivist theory? The teacher has to be able to
model constructivist behavior and function as a facilitator
toward the pursuit of knowing, rather than the pursuit of a 
final, end-product of knowledge. Von Glasersfeld (1996, p.
5) expressed this concept well as he arrived at the 
conclusion that "the task of the educator is not to dispense 
knowledge but to provide students with opportunities and 
incentives to build it up." WBT provides these same 
opportunities and incentives for ESL teachers to build up 
their own professional development.
Conclusion
The abundance of resources available to teachers does
not guarantee that the resources will be applied
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appropriately or effectively. The facilitators for off-site 
or on-site professional development workshops are well 
intentioned to meet the needs of the teacher participants. 
They are successful in helping teachers develop basic 
computer skills, understand the potential use of Internet 
resources, and reflect on the benefits of technology 
integration. The transition, however, from gathering 
information and developing personal technology skills to 
facilitating students to do the same requires a "qualitative 
jump" of the acquired knowledge and skills into effective 
methodology, appropriate for the subject and the students.
The best translator of these skills is the facilitator who
knows the needs of the students and is able to design and 
develop performance-based lessons that incorporate knowledge 
and skills toward effective English language learning and 
acquisition in a technological and global environment.
Thus, teachers should take part in determining the 
course of their professional development. Teachers are 
problem solvers who strive to provide the best opportunities 
for their students. Providing these opportunities will
require the development of innovative lessons. Given the 
time to invest in the design and development of educational 
materials for their own class, teachers are apt to feel 
honored, respected, and acknowledged. These factors are
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powerful motivators for teachers to take on self-directed
challenges for the benefit of their students.
Professional development reform is necessary "if 
schools are to adequately prepare students for life in a 
world that is becoming increasingly complex. Staff 
development is at the center of all education reform 
strategies - without it, such strategies [including 
strategies in English as a Second Language and technology] 
are merely good ideas that cannot find expression" (Sparks & 
Hirsh, 1997, p. 96).
Web-based Training
Background
Web-based training, also referred to as web-based 
education, combines instructional design, learning theory, 
and Internet technology. Conrad & TrainingLinks (2000) 
offered the following comprehensive definition:
Web-based training is the integration of 
instructional practices and Internet capabilities 
to direct a learner toward a specific level of 
proficiency in a specified competency. (Conrad & 
TrainingLinks, 2000, p. 11)
WBT is growing "at a rate of over 100% per year" 
according to International Data Corporation (IDC) (Horton,
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2000, p. 8). From 1994 to 1999, corporations spent $600 
million USD on online training (Barron & Rickelman, 1999).
WBT can be delivered asynchronously (time independent) 
or synchronously (time dependent). It can be non-facilitated 
(self-paced) or facilitated (guided learning). The "In Time 
On Time TESOL" site is non-facilitated with asynchronous 
access for teachers any time they wish.
WBT is a progression of three separate fields as 
depicted in Figure 2.
1840
Distance Learning
1960
I Computer-conveyed
Education
1990
Internet
Technologies
Source: Horton, 2000, p. 2.
Figure 2. Web-based Training Progression
The roots of distance learning are founded in 
correspondence education that emerged in the United States 
and Europe (France, Germany, United Kingdom). The delivery
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system consisted primarily of off-campus lectures and mail 
correspondence. The first home-study program is traced back 
to the 1870s and began at the Illinois Wesleyan University. 
Ithaca, New York is credited with starting the first 
Correspondence University in the United States in 1883. Much 
like today's computer-based distance learning programs, the 
International Correspondence School (ICS) also provided 
educational opportunities to people living in remote 
locations or who had work or family related time restraints 
(Horton, 2000, p. 3).
Distance learning has rapidly grown into a WBT industry 
that served 8,000 students in 1997 and 80,000 in 1998. The
development progressed through radio courses (1925),
educational television (1940s), teleconferencing (1980s), 
satellite television (1980s and 1990s) , to the latest WBT
technology that, may or may not, use all of the prior 
options (Horton, 2000, p. 3).
Computer-conveyed education has also undergone rapid 
change and is referred to under a variety of names; however,
all of the forms "store and deliver educational lessons"
(Horton, 2000, p. 3).
They are:
• Computer-aided instruction (CAI)-(term used 
primarily in educational institutions)
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• Computer-based education
• Computer-based instruction
• Computer-based training (CBT) - term used primarily 
in industry)
The origins can be traced to the US military forces. 
During World War II a large number of young men had to be 
rapidly trained in the use of weaponry and equipment. The 
system, known as audiovisual education, which included audio 
and video components in the training, was extremely 
effective for the military (Horton, 2000, p. 3).
This success set the tone for technology to be viewed 
as a delivery tool. In the 1950s Stanford University in 
partnership with IBM integrated CAI into the elementary 
schools, primarily for drill-and-practice activities. This 
drill-and-practice format, advanced through the advocacy of 
B.F. Skinner, was based on instructional steps, responses,
and immediate feedback for the learner. It emulated the
traditional behaviorist style sequenced, stimulus-response 
instruction (Levy, 1997, pp. 14-15).
The first major break through that elevated the use of 
computers from the basic application as tools to a higher 
more complex application for complex subjects came in the 
1960s. The two leading projects, PLATO and TICCIT, were
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intended for the study of foreign languages and other 
subjects (Levy, 1997, p. 15).
The Internet technologies evolved from the need to 
develop a communication network that could withstand a 
nuclear attack. Since several universities were given access 
to the developing network, due to their involvement with 
defense research, they started to branch out and develop
other components. This led to the development of "e-mail, 
file-transfer programs, newsgroups, and repositories of text 
documents. And eventually - as the system was opened to the 
general public - the Internet" (Horton, 2000, p. 4) .
The World Wide Web (WWW), "developed at CERN, the 
particle accelerator research , facility in Switzerland" 
originally "was intended as a way that researchers could 
share their academic papers over the Internet" (Horton,
2000, p. 5). They developed the HTML, or Hyper-Text Markup 
Language which was so easy that the general public was able 
to use it. Now millions of people could not only gain easy 
access to a wealth of information and resources, they were 
also able to contribute the exponential growth of the WWW.
WBT is an outgrowth of this opportunity.
Web-based Training Advantages and Disadvantages
WBT has its advantages and disadvantages (see Table 5) 
that have been categorized in great detail by Horton (2000).
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Web-Based Training (WBT), according to Horton (2000) has 
many advantages over traditional learning environments. 
First, it challenges the learner to be active in the pursuit 
of knowledge and skills. This is one of the fundamental
constructivist pursuits. In addition, the learner has access 
to current research and information that is pertinent to the
multilevel ESL classroom and relevant to the ESL teacher.
The need for relevancy is also a salient point of the 
constructivist approach. Relevance in instruction is what 
keeps the learner's interest alive and feeds the power of 
motivation. The opportunity for teacher reflection and input 
are also elements of a CLE that assist in knowledge 
development. Finally, the resources that teachers seek are 
abundant and accessible through hyperlinks on the World Wide
Web.
Duffy & Jonassen (1992) shared a similar perception 
regarding the suitability of the computer for training 
purposes. They emphasized its flexibility through 
"multidimensional and nonlinear hypertext systems" that 
assist in promoting "features of cognitive flexibility in 
ways that traditional learning environments (textbooks, 
lectures, computer-based drill) could not" (Duffy &
Jonassen, 1992, p. 58).
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Table 5. Web-based Training Advantages and 
Disadvantages
Advantages Disadvantages
Activates learners Instructor effort is needed
Exposure to real-world Attitude of teacher
In-depth experience Lack of basic skills
Develop thinking skills Impersonal nature of Web
Time to reflect Continuous revision
Collaborative learning Loss of human contact
Effective learning Meanings are misinterpreted
technologies
Emphasis on learning not Technical problems
bodies in seats
Identify knowledge resources Technical requirements
Resources there when needed Preference for lectures or
traditional formats
Adapts to learner's style Resistance to change
Financial savings Web distractions
Increases technical knowledge Hypermedia confusion
Access is any time any place Limitation interaction
Content flexible & evolving
Training is related to work
Source: Horton, 2000, pp. 19-40.
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Conclusion
These features place the power of decision and the 
power to pursue knowledge in the hands of the teacher. It is 
always emphasized that students should be lifelong learners 
and self-directed learners. The same criteria are applicable 
to teachers, and web technologies provide the means to 
accomplish this.
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CHAPTER THREE
DESIGN PROCESS
Introduction
Chapter Three documents the steps used in developing 
the project. Specifically, task analysis, population served, 
design (flowchart) and development, implementation of the 
"In Time On Time TESOL" web-based teacher training site, and 
the evaluation of the project.
Analysis
The task analysis is an integral part of the 
instructional design. It defines the content and transforms 
the need of the target audience into functional and 
effective training for the user.
Staff meetings with ESL teachers provided insight on 
necessary content for the training site. In addition, the 
California Adult Literacy Professional Development Project
(CALPRO) and the Outreach and Technical Assistance Network
(OTAN) online sites offered further insights into topics of 
importance to the ESL teacher, such as classroom management, 
teaching a multilevel ESL class, and effective ESL teaching 
strategies.
CALPRO online is at http://www.calpro-online.org
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"The California Department of Education (CDE), Adult 
Education Office, awarded a three-year contract to the 
American Institute for Research (AIR) to provide quality 
professional development and learning experiences to 
personnel working in California's adult education and 
literacy delivery system" (California Adult Literacy 
Professional Development Project, online).
OTAN online is at http://www.otan.us. OTAN is funded 
by Federal grant P.L. 105-223, Section 223 from the Adult 
Education Office, Secondary, Postsecondary, and Adult 
Leadership Division of the California Department of
Education (CDE). '
Population Served
The target audience consists of certificated teaching 
staff working at the Palm Springs Adult School, or other 
adult education facilities offering ESL. The primary focus 
is to provide a training forum for English-as-a-second- 
language (ESL) teachers of adult students who work at adult 
schools or off-site locations at public schools affiliated
with an adult education institution.
The web-based training site provides resources and 
covers topics relevant to the ESL teacher's training needs. 
Topics that deal with the role of the student, the role of 
the teacher, classroom management, current research in SLA,
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and teaching strategies are accessible to any teacher with
Internet access. Teachers who do not have access to the
Internet may have access through their school computer lab. 
While it is a goal to offer varied "phenomenaria" pertinent
to the ESL classroom, it is also known that each ESL
classroom has a different student profile. Therefore, the 
materials and support offered online will allow ESL teachers 
the flexibility to change and adapt resources and materials
for their own classroom in order to meet the needs of their
unique student population. The training goals will vary 
depending upon the needs of the ESL teachers.
To obtain background information for the project, the 
first of a three part survey solicited feedback from ESL 
teachers regarding professional development and web-based 
training. Out of 20 surveys distributed to ESL teachers of 
the Palm Springs Adult School, 17 responded. A profile of 
the population served emerged from the responses teachers 
provided to a variety of questions.
Survey: Phase One
The survey results provided the information necessary 
to profile the teachers' attitudes toward professional 
development at physical locations versus online training. It 
also provided insight into teachers' computer skills and 
attitudes about using the Internet.
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11 out of 17 teachers participating in the survey teach 
multilevel ESL classes while 4 teach the beginning level and.
2 the intermediate level. No advanced classes were offered
at the time of the survey.
88% of the surveyed teachers have a computer at home; 
whereas, only 67% of these teachers have a computer 
available at school. Although the main campus has a computer 
lab, a computer classroom, and additional computers in the 
GED and High School Diploma class, only 1/4 of the teaching 
staff teaches at the main location. 3/4 of the teaching 
staff teaches at public elementary, middle, or high schools 
that are part of the Palm Springs Unified School District. 
Although computers are available at all of these public 
schools, ESL teachers who are guests in classrooms,
libraries, or cafeterias, do not have access to these
computers. 15 out of the 17 teachers (88%) felt somewhat to 
very comfortable using the Internet; only 2 teachers felt 
very uncomfortable.. This is significant because the level of 
comfort in using the Internet indicates that there is no 
barrier to accessing the web site.
There was a big difference in how often teachers attend 
professional development workshops per year. On the end of 
the spectrum, 9 teachers attended no workshops at all to 1 
per year. On the other end of the spectrum, 8 teachers
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attended 3 or more workshops per year. Based on these 
numbers, a website could provide a means of participating in 
professional development to the 9 teachers who never attend 
or show a very limited attendance. A correlation exists 
between how many workshops are attended per year and how far 
teachers are willing to drive. Teachers attending 1 to 2 
workshops per year also logged 50 or less miles of travel; 
whereas teachers who attended 3 or more workshops per year 
were traveling 100 or more miles to attend. The average 
length of time for a workshop is 3 hours.
Only 4 teachers (24%) had ever participated in 
professional development through web-based training. 
Therefore, most of the teachers could not provide answers to 
what was good or bad about their experience. However, the 4 
teachers who did have this experience commented that the 
experience was good, saved time, is fast, and avoids travel. 
No one declared having a bad experience. 14 out of 17 
teachers (82%) expressed that they would like to have access 
to professional development online. The remaining 3 teachers 
(18%) declared no interesting an online site; however, these 
teachers also answered that they had never experienced 
online training. Only 1 of the teachers who would not be 
interested in online training gave the reason that they did 
not have adequate training to be able to use the computer
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for professional development training.. On the other hand, 
one teacher would like to have access to professional 
development online, but does not have adequate training to 
be able to use the computer for professional development 
training. The majority of teachers (88%) felt they had 
adequate training to go online.
The answers to the question pertaining to whether or 
not self-access training online could meet the professional 
development needs of an ESL teacher were more uncertain. 10 
out 17 teachers (59%) clearly felt a website could meet
their needs as an ESL teacher and 4 out of 17 (24%) stated
that it could not. 3 teachers felt that the website could
somewhat meet their needs, but only to a certain extent and 
not as the only instruction.
One question was intended to elicit answers about what 
is least beneficial about professional development workshops
teachers have to attend at distant locations. The
predominant declaration was the driving time, the traffic, 
and missing work. Teachers found that meeting with 
colleagues, making new friends, great topics and presenters, 
interacting with other teachers, and taking home materials 
was the most beneficial aspect of professional development 
workshops they attended at distant locations.
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To compare and contrast workshops conducted at physical 
locations versus online training, the same question was 
directed at the teachers regarding an online professional 
development site. In this case, teachers found the least 
beneficial aspect of an online professional development site 
to be the lack of communication with colleagues, the lack of 
personal interaction, and the lack of teacher assistance.
The most beneficial aspect of an online professional 
development site was the level of comfort to be able to 
access the information from home, at any time, and the 
ability to pick and choose topics.
Technology Skills
In order to determine the technological ability level 
of ESL teachers some districts are now requiring that 
teachers complete a Technology Needs Survey. Surveys, such 
as the CTAP2 survey are helpful in determining the kind of 
training needed by teachers and, as a result, be offered at 
the district level in professional development workshops in 
technology. For more information on CTAP2, the online site 
is: http://www.ctap2.iassessment.org (California Technology 
Assistance Project, online).
The navigation structure of the website is user 
friendly so as to reduce frustrations while navigating the 
site. Even with minimal Internet navigation skills, an ESL
79
teacher will be able to utilize the website to his or her
advantage.
There are several positive aspects of the teacher-as- 
learner profile. Teachers are capable of learning 
independently and generally have a positive attitude about 
self-directed education. Since they are self-motivated 
learners, they have no problem with time allocation and 
self-discipline. The majority appreciates the opportunity to 
learn on their own at the workplace or in the comfort of 
their own home and would rather forego the disruptive nature 
of traveling to attend workshops far away.
Design
User Interface
The "user interface - what people see on a web site an 
how they navigate it - provides clues to how the site works 
on a fundamental level" ■ (Conrad & TrainingLinks, 2000, p.
52). Keeping in mind that if the navigation process is too 
difficult or confusing, users will give up on the content, 
the user interface (UI) must be user-centered in its design. 
Jennifer Fleming suggests making a site "as easily learned 
as possible" (Fleming, 1998, p. 34). She explained that:
This doesn't mean dumbing down content, just 
anticipating problems and providing for them
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beforehand. The first thing you'll need to do is 
dumb yourself down: you own in-depth knowledge of 
your site can make it difficult to understand a . 
visitor's perspective. (Fleming, 1998, p. 34)
With this in mind, the website's navigation bar is 
consistently visible on the left side of the screen.
Hypertext Markup Language
Hyper-Text Markup Language (HTML) is the language used 
to create the web pages. As the HTML tags are created, some
will work on both the Netscape and the Internet Explorer 
browser, but some may not work. The HTML language was 
developed independently by Netscape and Microsoft during the 
period referred to as the "browser wars" (1998-1999), 
therefore there are still instances where the tags are 
incompatible.
General User Interface Guidelines
Conrad & TrainingLinks (2002) provided the following 
reference sheet (see Table 6 and Table 7) as guidelines. The 
first chart contains guidelines for graphic design and 
navigation. The second chart contains guidelines for 
writing. By accepting these guidelines into the initial 
design of the website, many potential pitfalls are avoided, 
the need for major revisions is greatly reduced, and user 
frustration is substantially diminished.
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Table 6. Guidelines for Graphic Design and 
Navigation
• Keep it simple.
• Be consistent.
• Design for the target learner.
• Be conscious of WBT interface communication system.
• Appeal to learners' reliance on inductive reasoning.
• Make it easy to learn.
• Provide buttons & links for all necessary functions 
of the course including "forward" & "back" buttons.
• Use & place navigational devices... consistently, so 
users don't have to relearn the logic of each page.
• Icons should convey clearly that (1) they are meant 
to be clicked, and (2) what will happen if clicked. 
Avoid introducing elements that ...delay the 
learning of patterns or that disrupt patterns. 
Example: adding ... forms ..., requiring ...download 
...plug-ins, making them surf the Web to find the 
plug-ins, or asking them to load a plug-in after the 
course has begun.
Source: Conrad & TrainingLinks, 2002, p. 164.
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Table 7. Issues of Writing
• Write concise paragraphs.
• Begin each paragraph with a sentence that 
encapsulates its main point.
• Limit paragraphs to one main idea.
• Make use of bullets and bold face type to highlight 
key points.
• Treat each page as a self-contained unit with a 
single' purpose.
• Provide orienting cues, such as titles and headings.
• Be specific.
• Organize points logically.
• Follow the rules of grammar and mechanics
Source: Conrad & TrainingLinks, 2002, p. 164.
Flowchart
The flowchart (see Figure 3), circular, rather than 
linear, is well suited to depict the navigational options of 
a website using constructivist theory in its design. The 
user shall be able to visit any page at will and skip to 
other pages at will.
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Flowchart
* CLE - constructivist Learning Environment
* SLA -Second language Acquisition
* HOTS - Higher Order Thinking Skills
Figure 3. Flowchart
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The teacher who visits the web must be able to pick and 
choose the subject or concept he or she wants to explore 
with as few navigational restrictions as possible. Access 
from one topic to the next should be randomly accessible 
based on the user's decision without navigational delays.
The user's movement within the website is not constrained
with pre-determining paths. Providing a step-by-step
approach to becoming familiar with the website would
contradict the constructivist theory upon which it is based.
On the flowchart arrows represent the option of
navigating between the connected main topics. The segments 
represented by >— • represent the option of navigating
between a main topic and its affiliated sub-topics. All main 
topics are depicted in yellow, while all subtopics are 
depicted in gray.
The index page is the portal, or entrance page for the 
site. Users enter the website by clicking the "enter" button 
which takes them to the "home page." The home page and all 
subsequent subject pages (excluding subtopic pages) are 
structured with three frames: a top frame for the title, a 
left side frame for the navigation buttons, and a main frame 
containing the topic information with buttons to navigate to 
its subtopics.
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In the left frame, the navigation bar contains buttons 
with keywords representing TESOL subjects, easily 
recognizable to TESOL professionals. These buttons remain 
constantly visible and may be randomly clicked by the user 
as he or she navigates the website. The order in which they 
appear also remains fixed. The keyword buttons depicted on 
the navigation bar, as they are listed from top to bottom, 
are: Home, Multilevel ESL, CLE, SLA, Motivation, HOTS, 
Assessment, Contact, and Links. These main subject areas are 
depicted on the flowchart in a clockwise rotation beginning 
from the top with the home page. For the purpose of 
describing the website, the topics are discussed in order; 
however, a person navigating the web has the option of 
jumping to any topic without abiding to a predetermined
sequence.
After the user enters through the portal, the "Home 
Page" contains a welcome message for teachers of English to 
speakers of other languages (TESOL). A brief explanation is 
given about the pictures and how the pictures relate to the 
construction of meaning. In addition, the user is introduced
to the concept of constructivism, the theoretical foundation
for the site.
The main topic area, entitled Multilevel ESL, provides 
teachers with grouping strategies and learning centers as
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options for better classroom management and more effective 
learning. Subtopics leading to the left (by clicking the 
left arrow) include whole group, like-ability group, and 
cross-ability group teaching strategies. Subtopics leading 
to the right (by clicking the right arrow) include 
suggestions on creating activity centers and providing 
students with materials for self-access learning. The 
grouping strategies are invaluable in helping teachers 
manage the different levels of language proficiency while 
maintaining the flow of learning. The centers and self- 
access materials are promoted for the benefit of the 
students to support them as self-directed and self-motivated
learners.
The main topic of a constructivist-learning environment 
is listed as "CLE." The subtopics leading to the left 
include the terminology and epistemology of constructivism. 
The subtopic leading to the right provides the teacher with 
the elements of constructivism. These pages offer the 
teacher an understanding of constructivism and introduce the 
most salient- elements of this theory.
The main topic about second-language acquisition is 
listed as "SLA." The subtopic, "i+1" (input+1), an Input 
Hypothesis developed by Krashen, that establishes the 
optimum level of comprehension necessary to promote learning
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(Gass & Selinker, 2001, p. 200). In order to retain the flow 
of learning and know when to push forward, teachers must 
develop a means of identifying a student's readiness to move 
on. The awareness of this concept and its application with 
each student will enable the teacher to retain students by' 
motivating them to learn and enabling them, as facilitators, 
to move the learning process forward.
Under the main topic of motivation the psychological 
realm of learning and how it effects student motivation is 
explored. Teachers can access the subtopics about the 
psychological realm categorized as the conative, the 
cognitive, and the affective domains. These domains 
represent the place where knowledge is constructed within 
the individual. The neglect or exclusion of one domain, or 
the preference of one domain over another, automatically 
weakens the overall learning outcome. It also jeopardizes 
student motivation, thereby affecting student retention.
The acronym, HOTS, stands for higher-order thinking 
skills. Extended topics related to HOTS are metacognition 
and critical thinking. Metacognition, when applied correctly 
in the classroom, encourages students to plan, monitor, and 
evaluate their work. To achieve connectivity to the real 
world, the teacher must emphasize critical thinking
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techniques, including decision-making, meaning making, 
problem-posing, and problem-solving.
The main topic concerning approaches to teaching, 
offers teachers a comparison between the behaviorist and 
cognitive approaches. The contrast between the two 
approaches is intended to identify the differences between 
the learning potential and learning outcomes resulting from 
the application of each approach.
Under the main topic of assessments, teachers will find 
innovative ways of applying rubrics, checklists, and
alternative assessments. The utilization of rubrics and
checklists ensures the participation of students in setting 
learning goals and offers students the opportunity to 
monitor and evaluate their work through metacognitive 
applications. Aside from the traditional assessments, more 
in the nature of standardized tests (quantitative 
assessments), alternative assessments offer teachers a means
of assessing student progress through qualitative
assessments (portfolios, observations, presentations, role 
play, action research).
The contact page provides the teacher with an e-mail 
address to communicate their ideas to the designated 
webmaster for the website. Teachers are encouraged to
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exchange thoughts about the website and contribute ideas, 
strategies, and techniques to be included in the website.
The links page is organized with the following 
subheadings: articles, HOTS topics, interactive sites, fund 
stuff, journals, lesson planning, library, support sites,
and tools. Teachers are asked to contribute information
regarding new websites in order to increase the value of
these resources for the ESL teacher.
Development
Although the purpose of the training site is to 
primarily offer support and training to the ESL teachers (of 
adults) employed by the Palm Springs Adult School, a larger 
scope of potential users (ESL teachers of adults) were taken 
into consideration during the development phase of the 
proj ect.
Macromedia Studio MX which includes Macromedia Flash
MX, Dreamweaver•MX, Fireworks MX, Free Hand, ColdFusion MX 
server, and Macromedia Flash Player 6. Macromedia Studio MX 
"has capabilities for each part of the web production 
process, including creating graphics, laying out HTML 
[Hypertext Markup Language] pages, coding application logic, 
building rich user interfaces, and assembling complete 
solutions" (Macromedia, 1988/2002, p. 11). A general
90
description of the tools (see Table 8) , is provided by-
Macromedia (2002).
Table 8. Macromedia Studio MX Tools
Dreamweaver MX is the first choice of professionals 
for building and managing HTML-based websites.
Flash MX is the most powerful solution for 
developing rich Internet content and applications 
delivered across various platforms and devices 
using the Macromedia Flash Player.
Fireworks MX is a powerful and flexible production 
environment for creating, editing, and animating 
web graphics.
Free Hand is a vector-based drawing application 
capable of producing the highest quality 
illustrations for print and for the web.
ColdFusion MX is a rapid server scripting 
environment for creating Rich Internet 
Applications.
Source: Macromedia, 2002.
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The development of the site will be an ongoing endeavor 
requiring the input of ESL teachers. Teachers can 
communicate their ideas, make comments, and provide 
suggestions by e-mail. Special teacher professional 
development meetings will provide teachers with additional 
opportunities to share ideas, to discuss content, or to 
request clarification.
The future development of the site will include the 
addition of lesson plans for the EL Civics program. It is 
proposed that the first lesson plans be developed to meet 
the specific requirements of EL Civics objectives, including
the standards and assessments for each. Another future
development involves adding the standards for adult ESL 
programs and providing ESL course outlines, for all levels, 
including literacy, online.
Teachers have communicated the benefit of having more 
information about individual professional organizations 
relevant to the ESL teacher. Others have suggested that 
topics, such as student retention, the roll of music and art 
in language, or issues of cultural diversity be developed. 
The most outstanding aspect of having the website is that it 
stimulates thought and discourse among professionals who, in 
turn, will provide the energy and desire for future 
developments of the website.
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It is evident that the development phase will be 
continuous and require the participation of all professional 
ESL teachers. This collaboration and support by-
professionals promises to keep the site current, dynamic, 
and relevant. Most important is that the future development
of the website takes on the true character of constructivism
by acknowledging that the website should reflect the
combined contributions of a variety of ESL professionals. 
While the initial website was created by one person, the 
continued expansion of ideas, incorporation of new research, 
and discovery of new strategies, will be constructed by many 
minds. It is the process of further development, the 
collaboration among colleagues, the exploration of new 
topics, and the cooperative learning that exemplifies
constructivism in action.
Implementation
The website has the potential to expand to meet the 
needs of ESL teachers within the Palm Springs School 
District or outside of this district. The Palm Springs Adult 
School at this time is able to upload and make changes to
the website at will. The "In Time On Time" website for ESL
teachers is accessible as an extension of the official
school website. Teachers may use the Universal Record
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Locater (URL): http://www.psusd.us/psas to access the site. 
Upon entering the Palm Springs Adult School website, the 
teacher will see a button entitle "TESOL." By clicking this 
button, teachers will gain access to the "In Time On Time"
website.
Evaluation
I
The evaluation of the project implemented at the Palm 
Springs Adult School, involved 20 ESL teachers. To obtain 
the data for the evaluation, a survey was conducted in three 
phases. The purpose of each of the survey phases was as
follows:
• Phase 1: To obtain information from the ESL
teachers about professional development
• Phase 2: To obtain information about teacher
reactions and observations regarding the website
• Phase 3: To observe teachers navigating the 
website and note their comments and suggestions.
Phase one of the survey solicited background 
information from the ESL teacher regarding professional 
development and was presented earlier in Chapter Three's 
analysis of the population served by this project. Phase two 
of the survey provided valuable feedback for the evaluation 
of the project by asking teachers questions pertaining to
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the website. Phase three of the survey was conducted by 
observing individual teachers as they navigated the website. 
As the teacher navigated the website, comments made by the 
teacher were noted, expressions were observed, and positive 
or negative reactions to the website were written down.
The more salient points emerging from the second and 
third phases of the survey are presented here. The 
accumulated data for the second and third phases of the 
survey, along with data from the phase one survey are 
documented in Appendix C. The data supports the results and
substantiates the conclusions drawn from these results.
Three teachers did not respond to the survey because they no 
longer had an affiliation with the school. They were
excluded from the tabulation. The evaluation is based on the
response of 17 participating ESL teachers from the Palm 
Springs Adult School teaching staff.
Survey: Phase Two
The second phase of the survey gave teachers the 
opportunity to comment on the web site and its content, and 
to ascertain how user friendly the web site was in their 
opinion. Furthermore, teachers were asked questions 
regarding the physical appearance of the site and its 
navigation structure.
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82% of the teachers felt that the site was easy to find 
and 88% thought that the first page, or portal, grabbed 
their attention. 88% expressed that it was easy to navigate
the site.
82% also expressed that the selected topics were of 
interest to them. In addition, 82% believe they can apply 
the information provided online. Under the main topic of 
multilevel ESL, the subtopics concerning groupings received 
the most attention. Teachers expressed an interest in whole 
group activities, as well as like-ability and cross-ability 
grouping strategies. Another popular subtopic, found under 
assessment, pertained to rubrics and alternative
assessments. The links were of interest, as well as the 
information about cognitive learning. Many teachers liked 
the information about creating learning centers and 
providing students with self-access materials. Topics that 
teachers felt they might apply later included learning 
domains, rubrics, assessments, links, and centers. Items 
recommended for the web site included classroom management, 
information about organizations, and more on learning 
theory.
All teachers were able to navigate using the buttons 
and were able to get to the page they wanted without 
problems. With the exception of one teacher, all teachers
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liked the color combinations used in creating the site. All 
teachers felt that the size of the font was appropriate and 
that the pictures added to the spirit of exploring ideas and 
concepts. Everyone enjoyed the quotes from well-known 
authors on the subject of constructivism.
An aspect of the website that teachers found to be
least valuable was the absence of a chat room and discussion
board. Comments were generally positive and teachers
mentioned a variety of the online topics that were of 
interest to them. Teachers were also very helpful in 
providing other topics that they would like to see added to 
the web site. Some of these topics pertained to diversity, 
classroom management, adult learning issues, and student 
retention. A chat room and a discussion board were proposed 
to enhance the web site and promote interaction among
colleagues.
Survey: Phase Three
Five participant volunteers were observed using the 
website and their comments and suggestions were noted. The
two features of the website that received the most
spontaneous emotional responses were the pictures and the 
quotes. One person expressed that the pictures are stunning. 
Both the pictures and the quotes provided the stimulus for 
reflection, and every person was able to process the visual
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and aural information in their own way. The topic of
Multilevel ESL attracted everyone first, either because the 
majority of ESL teachers have multilevel ESL classes, or 
because it was the first main topic listed.
All of the participants found the information about
groupings valuable and expressed that they will revisit this 
topic in the future. Since this information was something 
they could immediately apply in the classroom, it was 
declared to be helpful and interesting.
The functionality of the navigation system received no 
negative comments. Participants were able to jump to any 
page at will and without problems. One person commented that 
the colors could be stronger, and another person thought the 
navigation buttons should be more static.
Some of the participants commented about topics they
would like to see added to the website, and others stated
they would like to have a chat room included in the website.
All the topics appeared to be of interest to the 
participants because the comments were all positive. 
Suggestions to include other topics about culture, adult 
learning theory, learning strategies, and lesson plans were
also noted.
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Summary
When participants finished surveying the website, all 
of the comments were encouraging and positive. Each teacher 
looked forward to revisiting the website to explore it 
further and to implement new ideas and strategies.
Professional development meetings will be scheduled on a 
monthly basis to maintain an ongoing discourse about ESL 
topics, to provide teachers with the opportunity to have 
input regarding the website, and to encourage collaboration 
in the ongoing.development of the website.
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CHAPTER FOUR
CONCLUSIONS AND RECOMMENDATIONS
Introduction
Included in Chapter Four is a presentation of the 
conclusions gleamed as a result of completing the project. 
Further, the recommendations extracted from the project are 
presented. Lastly, the Chapter concludes with a summary of
the conclusions and recommendations.
Conclusions
There are three conclusions extracted from the project. 
First, professional development as an isolated experience is 
insufficient. Second, the issue of feeling at ease about 
using the Internet and the computer as a tool is
significant. Third, to capture the true nature of
constructivism, the website must remain dynamic, flexible, 
and evolving.
Teachers seek the interaction with colleagues and enjoy 
meeting new people. These are two of the beneficial aspects 
of attending workshops at a physical location. Certainly, 
the social aspect of learning must be taken into
consideration in order to avoid creating a perception of 
isolation online. Whether this isolated experience results
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from attending a workshop at a physical location or from 
accessing training online is immaterial. A critical dialogue 
among ESL colleagues is necessary for professional
engagement; therefore, a more effective communication 
system, such as online chat room and online discussion 
forums should be incorporated into the website in the
future.
Secondly, lowering the affective barriers to learning 
is important to ensure that teachers will visit and use a 
professional development training site for their benefit and 
the benefit of their students. Since the percentage of 
teachers who have never experienced online learning is high 
(88%), it is reasonable to anticipate the need for guidance 
in regard to accessing the Internet and navigating the web 
site. Synchronous online professional development workshops 
would assist teachers who are novices at applying computer 
and Internet technologies. An introduction to the WBT could 
be provided through an Internet conference with all 
participating teachers. This would provide the teachers with 
initial support on how to navigate the website and provide 
an opportunity for questions to be answered.
Thirdly, in order to have a constructive online 
training site, teachers, true to the nature of 
constructivism, must participate, offer suggestions and
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recommendations, engage in discussion, and take
responsibility and ownership of their own professional 
development. Regular staff meetings complement the mission 
of online training by encouraging a conversation among ESL 
professionals. The contributions of individuals make the 
website ever evolving and active. The character of the
website comes from its content, and the content is
constructed by the teachers. The website must be
participant-centered and embrace the multifaceted nature of 
learning. The website should reflect the thoughts of many 
people while remaining true to the constructivist theory 
that encourages everyone to participate in "meaning making."
Recommendations
There are three recommendations resulting from the 
project. The first recommendation is to focus on team 
building strategies,- through meetings, e-mail 
communications, discussion forums, and chat rooms to create 
a team of ESL professionals motivated to take ownership of 
the website and determined to invest in further developing 
the website. By building a community of learners, teachers
will collaborate with each other and invest in the
continuous development of the website.
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Secondly, the development of a web-based training pilot 
program for TESOL in adult education would provide valuable 
insight regarding the effectiveness of- the website in terms 
of how teachers transfer what they have learned online to
their classrooms.
Thirdly, the addition of a tutorial lesson and virtual 
classroom tours would make the website more user friendly. 
The tutorial would provide a newcomer to the website with 
the initial guidance they may need to feel more comfortable 
in navigating the site and understanding how they should 
apply the resources available to them. The virtual tour of 
the classroom could provide the visuals to support new 
concepts in classroom management, physical lay-out, or 
teacher positioning strategies.
Summary
Chapter Four reviewed the conclusions extracted from 
the project. Lastly, the recommendations derived from the 
project were presented. The professional development website 
can effectively be implemented for the web-based training of 
ESL teachers. Its structure promotes a constructivist- 
learning environment and encourages teachers to take 
ownership in their own professional development process by 
being active and recurrent contributors to the website. The
103
participants used the project to their satisfaction. The 
project used for the benefit of a broader audience promises 
to be as effective in stimulating the reflection of ideas, 
the exploration of current research, and the discovery of 
innovative teaching and learning strategies.
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APPENDIX A
SURVEY SAMPLE
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Website Survey- 
In Time On Time Website
Teacher/Interviewee # _________
We have asked you to participate in this survey because 
you are a teacher of English to speakers of other languages 
(TESOL) in an adult education program. The end use of this 
interview is to apply what is learned to consistently 
upgrade the "In time On Time" website to assist TESOL in 
creating an effective and constructive-learning environment.
1. What is the English-as-a-second-language level you 
teach?
2 Do you have a computer available for use at home? 
YES NO
Do you have a computer available at school?
YES NO
3 How comfortable to you feel using the Internet?
cd
Very
Comfortable
CD
Somewhat
Comfortable
CD
Adequate
cd
Somewhat
Uncomfortable
CD
Very
Uncomfortable
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4. How often do you attend professional development 
workshops?
_________  per month _________  per year
other: ____________________________
5. Do you drive to these workshops? YES NO
If yes, how far do you drive? ________________
6. How long are 'these workshops generally?
7. Have you ever participated in professional development 
through web-based training?
. YES NO
8. If yes, what was good about the experience?
What was bad about the experience?
9. Would you like to have access to professional
development online? YES NO
10. Do you feel you have adequate training to be able to
use the'.computer for professional-development 
training? YES NO
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11. Do you think that self-access training online could
meet your professional-development needs as an ESL 
teacher? YES NO
12. What do you find least beneficial about professional
development workshops you have to attend at distant 
locations ? ___________________________________________________________________
13. What do you find most beneficial about professional-
development workshops you have to attend at distant 
locations ? _ _________________________________________________________________
14. What do you find least beneficial about an online
professional-development site?______________________________________
15. What do you find most beneficial about an online 
professional-development site?
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Website Survey- 
In Time On Time Website
Teacher/Interviewee # _________
Please visit the Palm Springs Adult School website at: 
http://www.psusd.us/psas
The Home Page shows the picture of the school. Below 
the school is the link to the "In Time On Time" professional 
development site for TESOL. Click on the button named TESOL.
After you have visited the "In Time On Time" website, 
please answer the following:
1. Was it easy to find the site? YES NO
If no, explain:___________________________________________________________
2. Did the first page you see (the portal) grab your
attention? YES NO
If no, explain:
3. When you entered the site, was it easy to navigate the 
site? YES NO
If no, explain:
4. Were the selected topics of interest to you? YES NO
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5. Do you believe that you can apply the information
provided online? YES NO
If no, explain:
6a. What do you think you might apply immediately?
6b. If there is nothing, you might apply immediately, what 
would you recommend? ___________________________________________________
7a. What do you think you might apply later?
7b. If there is nothing you might apply later, what would 
you recommend? _____________________ _______________________________________
8 .• Did the navigation buttons take you to the correct 
page? YES NO
If no, explain:
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9. Did you like the color combinations (background, font)?
YES NO
If no, explain:
10. Was the size of the font appropriate? YES NO
If no, explain:
11. Did the pictures add to the spirit of exploring ideas 
and concepts? YES NO
If no, explain:
12. Did you enjoy the quotes from well-known authors on 
the subject of constructivism? YES NO
If no, explain:
13. What aspects of the site did you find least valuable
14. What aspects of the site did you find most valuable?
Ill
16. What topics would you like to see added to the site?
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Website Survey- 
In time On Time Website
Teacher/Interviewee # ___________
Post Project Observation:
16a. Participant was observed using the project on 
_________  / _________  / 2005.
Participant commented:
16b. Participant did did not
use the project to their satisfaction.
16c. Participant suggested:
113
APPENDIX B
INSTITUTIONAL REVIEW BOARD
LETTER OF APPROVAL
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Institutional Review Board (IRB)
California State University, San Bernardino 
Ph: (909) 880-5027 Fax: (909) 880-7028
February 7, 2005
Ms. Starley Dullien 
c/o Dr. Eun-Ok Baek 
Department of Education 
California State University 
5500 University Parkway .
San Bernardino, California 92407
CSUSB
INSTITUTIONAL 
REVIEW BOARD
Exempt Review 
IRB# 04044 
Status
APPROVED
Dear Ms. Dullien:
Your application to use human subjects, titled, “Peer Tutor Training: Facilitating Tutor-To-Tutor 
Interaction Via an Instructional Web Site” has been reviewed and approved by the Institutional Review 
Board (IRB). Your informed consent document is attached. This consent document has been stamped and 
signed by the IRB chairperson. All subsequent copies used must be this officially approved version. A 
change in your informed consent requires resubmission of your protocol as amended.
You are required to notify the IRB if any substantive changes are made in your research 
prospectus/protocol, if any unanticipated adverse events are experienced by subjects during your research, 
and when your project has ended. If your project lasts longer than one year, you (the
investigator/researcher) are required to notify the IRB by email or correspondence of Notice of Project 
Ending or Request for Continuation at the end of each year. Failure to notify the IRB of the above may 
result in disciplinary action. You are required to keep copies of the informed consent forms and data for at 
least three years.
If you have any questions regarding the IRB decision, please contact Carmen Jones, (Interim) IRB 
Secretary. Mrs. Jones can be reached by phone at (909) 880-5027, by fax at (909) 880-7028, or by email at 
ccjones@csusb.edu. Please include your application identification number (above) in all correspondence.
Best of luck with your research.
Sincerely,
Joseph Lovett, Chair
Institutional Review Board
JL/ccj
cc: Dr. Eun-Ok Baek - Science, Math, Technology & Education
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APPENDIX C
SURVEY DATA
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Web Site Survey
In Time On Time Web Site
Part I - Question 1
Pa
rti
ci
pa
nt
 #
1. What is the English-as 
a-second-language level 
you teach?
Pa
rti
ci
pa
nt
 #
1. What is the English-, 
as-a-second-language 
level you teach?
1
Intermediate
11
Multilevel
2
Beginning
12
Multilevel
3
No Response
13
Beginning / Intermediate 
/Advanced
4
Multilvel
14
Beginning
5
Multilevel
15
Beginning
6
No Response
16
All levels
7
Multilevel
17
No Response
8
Level 3 (Intermediate 
Low) 18
Beginning
9
Multilevel
19
Multilevel
10
Multilevel
20
Multilevel
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Web Site Survey
In Time On Time Web Site
Part I - Question 2
Pa
rti
ci
pa
nt
 # 2. Do you have a computer available for 
use
at home? / at school?
Pa
rti
ci
pa
nt
 # 2. Do you have a computer available for 
use
at home? / at school?
YES NO YES NO
1
NO / NO
11
YES / YES
2
YES / YES
12
NO / NO
3
No Response
13
YES / YES
4
YES / NO
14
YES / YES
5
YES / YES
15
YES / YES
6
No Response
16
YES
7
YES / NO
17
No Response
8
YES / YES
.18
YES / NO
9
YES / YES -
19
. YES / NO
10
YES / YES.
20
YES / YES
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Web Site Survey
In time On time Web Site
Part 1 - Question 3
Pa
rti
ci
pa
nt
 #
3. How comfortable do you 
feel using the Internet?' 
Very comfortable = VC 
Somewhat comfortable = SC 
Adequate = A
Uncomfortable = U
Very uncomfortable = VU
Pa
rti
ci
pa
nt
 #
3. How comfortable do you 
feel using the Internet? 
Very comfortable = VC 
Somewhat comfortable = SC 
Adequate = A
Uncomfortable = U
Very uncomfortable = VU
1
U
11
VC
2
SC
12
U
3
No Response
13
VU
4
SC
14
VC
5
VC
15
VC
6
No Response
16
VC
7
VC
17
No Response
8
VC
18
VC
9
VC
19
A
10
VC
20
VC
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Web Site Survey
In Time On Time Web Site
Part I - Question 4
Pa
rti
ci
pa
nt
 #
4. How often do you 
attend professional 
development 
workshops?
Pa
rti
ci
pa
nt
 #
4. How often do you 
attend professional 
development 
workshops?
1
None
11
3 per year
2
3 per year
12
None
3
No Response
13
1 per year
4
Never
14
1 per year
5
3 per year
15
3 per year
6
No Response
16
3 per year
7
Going to CSUSB
17
No Response
8
1 per year
18
1 per year
9
2 per years
19
1 per year
10
1 per year
20
3 per year
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Web Site Survey
In Time On Time Web Site
Part I - Question 5
Pa
rti
ci
pa
nt
 # 5. Do you drive to 
these workshops? How 
far do you drive?
Pa
rti
ci
pa
nt
 # 5. Do you drive to 
these workshops? How 
far do you drive?
YES NO YES NO
1
N/A
11
YES / 30 
miles
2
YES / 59
miles 12
N/A N/A
3
No Response
13
NO
4
N/A
14
NO
5
YES / 50 
miles 15
YES / 100 
miles
6
No Response
16
YES / 100 
miles
7
NO
17
No Response
8
YES / 30 
miles 18
YES / 50 
miles
9
YES / 10 
miles 19
YES / 50 
. miles
10
YES /
20
YES / 100 
miles or
more
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Web Site Survey
In time On Time Web Site
Part I - question 6
Pa
rti
ci
pa
nt
 #
6. How long are 
these workshops 
generally?
Pa
rti
ci
pa
nt
 #
6. How long are 
these workshops 
generally?
1
N/A
11
3 hours
2
3 hours
12
N/A
3
. . No Response
13
3 hours
4
N/A
14
3 hours
5
3 hours
15
3 to 8 hours
6
No Response
16
3, 4, half, or full 
day
7
N/A
17
No Response
8
3 hours
18
3 hours
9
3 hours to whole day
19
3 hours
10
3 hours
20
3 to full day
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Web Site Survey
In time On Time Web Site
Part I - Question 7
Pa
rti
ci
pa
nt
 #
7. Have you ever 
participated in 
professional development 
through web-based 
training?
Pa
rti
ci
pa
nt
 #
7. Have you ever 
participated in 
professional development 
through web-based 
training?
YES NO YES NO
1
NO
11
NO
2
NO
12
YES
3
No Response
13
NO
4
NO
14
NO
5
YES
15
NO
6
No Response
16
YES
7
NO
17
No Response
8
NO
18
NO
9
NO
19
NO
10
NO
20
YES
123
Web Site Survey
In Time On Time Web Site
Part I - Question 8a
Pa
rti
ci
pa
nt
 #
8a. What was good about 
the experience?
Pa
rti
ci
pa
nt
 #
8a. What was good about 
the experience?
1
N/A
11
N/A
2
N/A
12
Good.
3
No Response
13
N/A
4
N/A
14
N/A
5
Fun and new.
15
N/A
6
No Response,
16
It saves time & I can 
do it at work.
7
N/A
17
No Response
8
N/A
18
N/A
9
N/A
19
• N/A
10
N/A
20
Fast and isn't a waste 
of travel time.
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Web Site Survey
In Time On Time Web Site
Part I - Question 8b
Pa
rti
ci
pa
nt
 #
8b. What was bad about 
the experience?
Pa
rti
ci
pa
nt
 #
8b. What was bad about 
the experience?
1
N/A
11
N/A
2
N/A
12
Too short.
3
No Response
13
N/A
4
N/A
14
N/A
5
Nothing
15
N/A
6
No Response
16
Nothing.
7
N/A
17
No Response
8
N/A
18
N/A
9
N/A
19
N/A
10
(blank)
20
Nothing.
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Web Site Survey
In Time On Time Web Site
Part I - Question 9
Pa
rti
ci
pa
nt
 # 9. Would you like to 
have access to 
professional 
development online?
Pa
rti
ci
pa
nt
 # 9. Would you like to 
have access to 
professional 
development online?
YES NO YES NO
1
YES
11
YES
2
YES
12
YES
3
No Response
13
NO
4
YES
14
NO
5
YES
15
YES
6
No Response
16
YES
7
YES
17
No Response
8
NO
18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part I - Question 10
Pa
rti
ci
pa
nt
 # 10. Do you feel you have adequate training to be 
able to use the computer 
for professional 
development training?
Pa
rti
ci
pa
nt
 # 10. Do you feel you have adequate training 
to be able to use the 
computer for
professional 
development training?
YES NO YES NO
1
NO
11
YES
2
YES
12
YES
3
No Response
13
NO
4
YES
14
YES
5
YES
15
YES
6
No Response
16
YES
7
YES
17
No Response
8
YES
18
YES
9
YES
19
YES
10
YES
20
YES
127
Web Site Survey
In time On Time Web Site
Part I - Question 11
Pa
rti
ci
pa
nt
 # 11. Do you think that self-access training 
onliine could meet your 
professional 
development needs as an 
ESL teacher?
Pa
rti
ci
pa
nt
 # 11. Do you think that self-access training 
onliine could meet your 
professional 
development needs as an 
ESL teacher?
YES NO YES NO
1
YES
11
YES, to a 
certain
extent.
2
YES
12
NO
3
No Response
13
NO
4
YES
14
NO
5
YES
15
YES
6
No Response
16
YES
7
YES
17
No Response
8
NO
18
YES, hut not 
the only 
instruction.
9
Somewhat
19
YES
10
YES
20
YES
128
Web Site Survey
In Time On Time Web Site
Part I - Question 12
Pa
rti
ci
pa
nt
 # 12. What do you find 
least beneficial about 
professional development 
workshops you have 
attended at distant 
locations?
Pa
rti
ci
pa
nt
 # 12. What do you find 
least beneficial about 
professional development 
workshops you have 
attended at distant 
locations?
1
Driving long distance for 
just a few hours. 11
Sometimes the subject is 
not for ESL.
2
The distance for only 
like 3 hrs. workshops.
12
N/A
3
No Response
13
Driving.
4
N/A
14
N/A
5
Driving time, and missing 
work. 15
Driving, hotel, or having 
to fly.
6
No Response
16
The travel time.
7
Dirving'to San Bernardino 
to classes is hard & 
gasoline is high.
17
No Response
8
Not relevant to real life 
teaching situations.
18
Nothing. I always learn 
something new.
9
Sometimes too long and 
too much information.
19
The time it takes to get 
there & the traffic.
10
Meet new people and learn 
more interesting 
developments.
20
Sometimes the subject 
isn't relevant or the 
presenter is not 
informed.
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Web Site Survey
In Time On Time Web Site
Part I - Question 13
Pa
rti
ci
pa
nt
 # 13. What do you find 
most beneficial about 
professional development 
workshops you have 
attended at distant 
locations? Pa
rti
ci
pa
nt
 # 13. What do you find most 
beneficial about 
professional development 
workshops you have 
attended at distant 
locations?
1
Meeting people.
11
Meeting colleagues.
2
Meeting people that can 
help me with their 
experience. 12
N/A
3
No Response
13
I don't think they are 
beneficial.
4
N/A
14
N/A
5
Good presenters.
15
Interaction with other 
teachers.
6
No Response
16
Interaction with other 
professionals.
7
I'm learning a lot at 
CSUSB. 17
No Response
8
Meeting people from 
other locations who do 
the same kind of work 
and getting to network.
18
Take home materials.
9
Talking to other 
teachers. 19
The materials you can 
take home.
10
Made new friends and 
learned beneficial 
ideas. 20
There are sometimes good 
topics and great 
presenters.
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Web Site Survey
In Time On Time Web Site
Part I - Question 14
Pa
rti
ci
pa
nt
 #
14. What do you f ind 
least beneficial about 
an online professional 
development site?
Pa
rti
ci
pa
nt
 #
14. What do you find 
least beneficial about an 
online professional 
development site?
1
N/A
11
Haven't tried it.
2
Sharing ideas, contacts.
12
Lacks teacher assistance.
3
No Response
13
(blank)
4
N/A
14
No teacher.
5
No discussion with other
teachers. 15
N/A
6
No Response
16
Some teachers may need 
help applying what they 
learn.
7
Nothing.
17
No Response
8
(blank)
18
No real life interaction 
with other colleagues for 
discussion, comments.
9
(blank)
19
N/A
10
My eyes will burn after 
a while staring at the 
screen too long. I 
rather travel and drive 
to the workshops.
20
Communications with 
colleagues is difficult.
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Web Site Survey
In Time On Time Web Site
Part I - Question 15
Pa
rti
ci
pa
nt
 #
15. What do you find 
most beneficial about an 
online professional 
development site?
Pa
rti
ci
pa
nt
 #
15. What do you find 
most beneficial about an 
online professional 
development site?
1
Don't know yet.
11 (blank)
2
It will be very 
comfortable at home on
my own. 12
Some training is better 
than none.
3
. No Response
13
(blank)
4
N/A
14
Nothing.
5
I can access it any 
time. 15
N/A
6
No Response
16
Access any time when 
convenient & I can pick 
the topics I want to 
explore.
7
Easy to get information 
when I want to.
17
No Response
8
(blank)
18
Available at any time. 
Help me stay informed. 
Learn new techniques.
9 (blank) 19
N/A
10
N/A
20
I can access it anytime 
without having to travel 
and without having to 
give up time at work.
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Web Site Survey
In Time On Time Web Site
Part li - Question 1
Pa
rti
ci
pa
nt
 # 1. Was it easy to find 
the site?
Pa
rti
ci
pa
nt
 # 1. Was it easy to find 
the site?
YES NO YES NO
1
NO
11
YES
2
YES
12
YES
3
No Response
13
NO
4
YES
14
NO
5
YES
15
YES
6
No Response
16
YES
7
YES
17
No Response
8
YES
18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part II - Question 2
Pa
rti
ci
pa
nt
 # 2. Did the first page 
you see (portal) grab 
your attention?
Pa
rti
ci
pa
nt
 # 2. Did the first page 
you see (portal) grab 
your attention?
YES NO YES NO
1
YES
11
YES .
2
YES
12
YES
3
No. Response . .
13
NO
4
YES
14
NO
5
YES
15
YES
6
No Response
16
YES
Had problem 
with seeing 
full page.
7
YES
17
" ’ ;No Response
8
YES
18
, YES
9
YES .,
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part il - Question 3
Pa
rti
ci
pa
nt
 # 3. When you entered the site, was it easy to 
navigate the site?
Pa
rti
ci
pa
nt
 # 3. When you entered the site, was it easy to 
navigate the site?
YES NO YES NO
1
NO
11
YES
2
YES
12.
YES
3
No Response ‘
13
NO
4
YES
14
YES
5
YES
15
YES
6
• / • No Response
16
YES
Left hand 
links hidden, 
finally came 
up.
7
YES
17
No Response - ;
8
YES
18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part II - Question 4
Pa
rti
ci
pa
nt
 # 4. Were the selected topics of interest to 
you?
Pa
rti
ci
pa
nt
 # 4. Were the selected topics of interest to 
you?
YES NO YES NO
1
YES
11
YES
2
YES
12
YES
3
No Response
13
NO
4
YES
14
NO
5
YES
15
YES
6
- No Response
16
YES
7
YES
17
No Response
8
NO
18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part 11 - Question 5
Pa
rti
ci
pa
nt
 #
5. Do you believe that 
you can apply the 
information provided 
online?
Pa
rti
ci
pa
nt
 #
5. Do you believe that 
you can apply the 
information provided 
online?
YES NO - YES NO
1
YES
11
YES
2
YES
12
YES
3
No Response _
13
NO
4
YES
14
NO
5
YES
' 15
YES
6
No Response
16
YES
7
YES
17
No Response '
8
NO
- 18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part II - Question 6a
Pa
rti
ci
pa
nt
 #
6a. What do you think 
you might apply 
immediately?
Pa
rti
ci
pa
nt
 #
6a. What do you think 
you might apply 
immediately?
1
Groupings
11
Like and Cross-ability 
Groups
2
A lot of great ideas 
like Audio Center. 12
Rubrics, Links, Groups
3
No Response
13
(blank)
4
Multilevel groups, 
motivation 14
(blank)
5
Rubrics
15
Rubrics, Activity 
Centers
6
No Response
16
Cognitive Learning
7
Groupings, rubrics, 
assessment 17
No Response
8
Links
18
Centers, Links
9
Groupings, rubric, 
links, centers 19
Centers, Assessments, 
Rubrics, Links
10
Links
20
Cognitive Learning
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Web Site Survey
In Time On Time Web Site
Part II - Question 6b
Pa
rti
ci
pa
nt
 #
6b. If there is nothing 
you might apply 
immediately, what would 
you recommend?
Pa
rti
ci
pa
nt
 #
6b. If there is nothing 
you might apply 
immediately, what would 
you recommend?
1
(blank)
11
(blank)
2
N/A
12
(blank)
3
No Response
13
(blank)
4
(blank)
14
(blank)
5
More classroom 
management.
15
Information about 
organizations, CCAE, 
TESOL
6
No Response
16
(blank)
7
(blank)
17
No Response
8
(blank)
18
Chat room.
9
(blank)
19
(blank)
10
More groovy colors.
20
More on learning theory.
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Web Site Survey
In Time On Time Web Site
Part II - Question 7a
Pa
rti
ci
pa
nt
 #
7a. What do you think 
you might apply later?
Pa
rti
ci
pa
nt
 #
7a. What do you think 
you might apply later?
1
Motivation
11
Links, assessments, 
domains, audio and 
writing centers, self- 
access files.
2
Rubric and Checklist
12
Centers
3
No Response
13
(blank)
4
Assessment, links
14
(blank)
5
Assessment, links
15
Links
6
No Response
16
Assessment
7
Links
17
No Response
8
(blank)
18
Rubrics
9
links
19
Writing center, self- 
access materials
10
More information on the 
workshops. 20
Learning domains.
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Web Site Survey
In Time On Time Web Site
Part II - Question 7b
Pa
rti
ci
pa
nt
 #
7b. If there is nothing 
you might apply later, 
what would.you 
recommend?
Pa
rti
ci
pa
nt
 #
7b. If there is nothing , 
you might apply later, 
what would you 
recommend?
1
(blank)
11
(blank)
2
N/A
12
(blank)
3
No Response
13
(blank)
4
Something about 
different cultures4 .14
(blank)
5
Instructional
strategies. 15
(blank)
6
No Response
16
(blank)
7
(blank)
' 17
No Response
8
(blank)
.18
(blank)
9
(blank)
19
(blank)
10
(blank)
20
(blank)
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Web Site Survey
In Time On Time Web Site
Part II - Question 8
Pa
rti
ci
pa
nt
 # 8. Did the navigation buttons take you to the 
correct page?
Pa
rti
ci
pa
nt
 # 8. Did the navigation buttons take you to the 
correct page?
YES NO YES NO
1
YES
11
YES
2
YES
12
YES
3
No Response
13
YES
4
YES
14
YES
5
YES
15
YES
6
No Response
16
YES
7
YES
17
No Response
8
YES
18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part II - Question 9
Pa
rti
ci
pa
nt
 # 9. Did you like the color 
combinations (background, 
font)?
Pa
rti
ci
pa
nt
 # 9. Did you like the color
combinations 
font)?
(background,
YES NO YES NO
1
YES
11
YES
2
YES
12
YES
3
No Response
-13
YES
4
YES
14
NO
5
YES
15
YES
6
No Response
16
YES
7
YES
17
No Response
8
YES
18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part II - Question 10
Pa
rti
ci
pa
nt
 # 10. Was the size of the 
font appropriate?
Pa
rti
ci
pa
nt
 # 10. Was the size of the 
font appropriate?
YES NO YES . NO
1
YES
11
YES
2
YES
12
YES
3
NO Response
13
YES
4
YES
14
YES
5
YES
15
YES
6
No Response
16
YES
7
YES
17
. No Response.
8
YES
18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part li - Question 11
Pa
rti
ci
pa
nt
 # 11. Did the pictures add to the spirit of 
exploring ideas and 
concepts?
Pa
rti
ci
pa
nt
 # 11. Did the pictures add to the spirit of 
exploring ideas and 
concepts?
YES NO YES NO
1
YES
11
YES
2
YES
12
YES
3
No Response
13
YES
4
YES
14
YES
5
YES
15
YES
6
No Response
16
YES
7
YES
17
No Response
8
YES
18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part li - Question 12
Pa
rti
ci
pa
nt
 # 12. Did you enjoy the 
quotes from well-known 
authors on the subject 
of constructivism?
Pa
rti
ci
pa
nt
 # 12. Did you enjoy the 
quotes from well-known 
authors on the subject 
of constructivism?
YES NO YES NO
1
YES
11
YES
2
YES
12
YES
3
NO Response
13
YES
4
YES
14
YES
5
YES
•15
YES
6
No Response
16
YES
7
YES-
17
No Response ,
8
YES
' 18
YES
9
YES
19
YES
10
YES
20
YES
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Web Site Survey
In Time On Time Web Site
Part II - Question 13
Pa
rti
ci
pa
nt
 #
13. What aspects of the 
site did you find least 
valuable?
Pa
rti
ci
pa
nt
 #
13. What aspects of the 
site did you find least 
valuable?
1
None
11
I liked it all.
2
N/A
12
N/A
3
No Response
13
(blank)
4
None
14
(blank)
5
No chat room or
discussion board. 15
(blank)
6
No Response
16
Enjoyed all
7
Nothing.
17
No Response
8
(blank)
18
(blank)
9
All good.
19
I enjoyed all of the 
topics.
10
More colors and higher 
definition
20
Everything was good for 
teachers.
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Web Site Survey
In Time On Time Web Site
Part II - Question 14
Pa
rti
ci
pa
nt
 #
14. What aspects of the 
site did you find most 
valuable?
Pa
rti
ci
pa
nt
 #
14. What aspects of the 
site did you find most 
valuable?
1
Groupings
11
Topics
2
Motivation
12
Everything
3
No Response
13
(blank)
4
Assessments, links
14
pictures
5
Research
15
Great topics for ESL 
teachers.
6
No Response
16
Approaches to teaching / 
research articles
7
Information for ESL
teachers. 17
No Response
8
(blank)
18
ESL topics.
9
Teaching strategies.
19
The centers and self-
access materials.
10
The information
20
Research findings and 
teaching strategies.
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Web Site Survey
In Time On Time Web Site
Part II - Question 15
Pa
rti
ci
pa
nt
 #
15. What topics would 
you like to see added to 
the site?
Pa
rti
ci
pa
nt
 #
15. What topics would 
you like to see added to 
the site?
1
Using music in teaching.
11
Can't think of any.
2
N/A
12
(blank)
3
No Response
13
(blank)
4
Diversity issues.
14
(blank)
5
Classroom management.
15
CCAE, TESOL information.
6
No Response
16
Student retention
7
(blank)
17
No Response
8
(blank)
18
Chat room / online 
discussions
9
(blank)
19
(blank)
10
More exclusive topics
20
The issue of 
fossilization in adults.
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